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CHAPTER

THE PROBLEM AND PROCEDURES

This investigation was dtsigned to provide data to be used in a

preliminary evaluative description of New Y. rk City's expanded prekinder-

garten ani expanded kiniergarten
programs, funded under Title T of the

Elementary and Secondary Education Act of 1965.

Specific Problems

Objectives selected from the goals of the expanded prekindergarten and

expanded kindergarten programs, as stated in the program description supplied

by the Center for Urban Education, constitute the major foci of this inmes-

tigati n. An attempt was made to assess the extent to which the expanded

prekindergarten program:

A) provides five-year-old children from disadvantaged homes the
-ppertunity to develop the basic experiences, concepts, and
listeningspeaking skills fundamental to later good progress
in school;

B) provides an environment in which the children will have oppor-
tunities to succeed, to receive eppreval, to obtain equal satis-
faction, and to adopt a positive attitude toward school and
learning,

C) a program for identifying and in some cases treating
the urgent health needs of disadvantaged children. both physical
ani emotional.

D) develops programs with parents and community leaders which will
:evelop support el' the school's program rind faith in the chile
,:ren's ability to make progress.

Further, this investigation ettempts to assess the extent to which

the expan:iei prekindergarten program:

A) provides greater opportunities for intellectual growth through
ievelepment of listening-speaking skills, first-nand experiences
in experimentation with mterials and equipment;

3) impr7ves social and emetienal -eijustment by helping the children
obtain a positive self-image aiding in the creation of sound
ettitudes to school ani learning; an e,

C) increases interest, ef parents in their children's school progress
enl parental confidence in their children's ability t- succeed.
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The observational data were collected in June 1966 in Public

School classrooms in New York City during regular class sessions. The de-

sign of this study required, in addition to observational data, the adminis-

tration of questionnaires to the teachers who were observed, their supervisors,

and their principals.

The Observers

The observers participating in this study were selected by the

Center for Urban Education personnel or by Lawrence V. Castiglione and

Mary Wilsberg, research coordinators of the expanded kindergarten and

expanded prekindergarten projects respectively. The research coordinators

used the following criteria to select the observers* 1) only observers who

showed demonstrative competence in the use of empirically based, observe-

tional techniques or Owes practical experience in Early Childhood Education
wereand knowledge of relevant variables were such that they deemed experts

were chosen for participation in this study; 2) only observers who were pro-

fessional educators were selected for participation in this study. This was

a precaution against the possibility of using observers who would have re-

quired extensive pretraining or familiarization. Prior to collecting date,

several meetings were hold with the observers. These meetings aided in

developing the observation guide and provided a common orientation.

The Subjects,

1 sample of twenty classes in ten schools were randomly selected
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from a list of sixty-one classes in thirty-eight schools comprising all
expanded kindergarten classes in New York City receiving Title I Asada.

Similarly, for the prekindergarten, a sample of ten classes in six schools
were selected from the total pool of 182 classes in 124 schools. Teachers,
supervisors, and principals of the Classes thus selected make up the sample
used in this study. The list of classes and schools receiving Title I funds
were supplied by Rebecca Wintc, of the New York City Board of Education.
The result of this procedure was a sample of ten prekindergarten teachers,
twenty kindergarten teachers, six prekindergarten principals, and ten kinder-
garten principals. In several instances, principals served as supervisors
and, with the exception of one case, this was treated by having the principals
respond to both the principal and supervisor questionnaire.

The investigators are aware that the
prekindergarten sample is in..

adequate. The size of the sample was dictated by two facture: 1) the number
of observations that observers were able to make and 2) the short period of
time available for observations.

Circumstance did not permit observation of a control or comparison
group. Thus, these data do not admit comparison to a criterion group or,
because of the small sample size, comparison to each other. Nontheless, it
is hoped that this report may provide baseline data for a subsequent experi-
mental evaluation of the programs under investigation.

as212egLaelaulents

The Classroom Observation Guide

A review of the literature did not reveal an instrument adequate
to meet the needs and goals of this investigation. The teak of rapidly
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developing such an instrument fell to the present writers in collaboration

with the team of observers (see Appendix I).

The classroom observation guide was designed to focus the observer's

attention and to gather data on teacher and pupil behavior pertinent to the

goals of the kindergarten and prekindergarten programs. The guide contains

four major areas. They are: 1) the nature of play experience and activities;

2) verbal behavior (language in the classroom); 3) aspects of instruction in

several content areas; and, 4) classroom 'management. In addition, an item

calling for an overall evaluative rating of the observation was included.

All scaled items usedAfive-point graphic rating scale. The direc.

tion of the scale was randomly assigned in an attempt to minimise response

bias as well as to focus rater attention. Space was provided beneath each

item for the observers to briefly indicate the basis for their responses and

any other data that, although not specifically required, may have had an

influence on what was obcarved. Further, four open.ended questions regarding

1) the most effective aspects of the program observed, 2) the most ineffective

aspects of the program observed, 3) the most needed changes in the program,

and 14) additional comments were included in the hope of obtaining data of

heuristic value.

The School Personnel Questionnaires

The stated goal of the projects (see page 1) served as a guide to

developing major areas of inquiry. The specific items were suggested through

interviews with teachers, principals and supervisors participating in the

expanded kindergarten and prekindergarten programs. Board of education staff

interviewed in the schools were excluded from the list from which the final
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samples of classes was drawn.

It was thought that open-ended items should be included in order

to elicit information useful for identifying problems for further inquiry,

as well as providing a means of collecting data with regard to the perceived

successes and failings of the programs. In addition, participating teachers

were paid for their time spent in filling out the questionnaires, in order to

maximize the likelihood of fhll and complete returns. Itts following

directive was sent to all schools:

(General Circular No. 19):

ITEM 8. Coo eration with the Center for Urban Education.

The Board of Education of the City of New York has con.
tracted with the Center for Urban Education to conduct studies
of research and evaluation of projects supported by federal funds
authorized under Title I, Elementary and Secondary Education Act.
In order to accomplish this work it will be necessary to visit
school, collect data from school records, conduct interviews,
obtain answers to questions, and perform other functions of educa-
tional research and evaluation. All principals and other members
of the teaching and supervisory staff are requested to cooperate
fully with members of the staff of the Center for Urban Education.
Every effort is being made to reduce all evaluation activities to
the ninimum consonant with the requirements of the Elementary and
Secondary Education Act. The CentiJr for Urban Education will
provide all clerical services required in its activities.

Very truly yowl:,

JOHN B. KING

Deputy Executive Superintendent

The Teacher Questionnaire

The teacher questionnaire (see Appendix II), consisting of thirty-

one open-ended and specific items,was constructed by the present investigators

in order to yield information in four domains: 1) staff personnel, 2) attend-

ance, attrition, and health records, 3) class structure, and 4) parent
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The principal questionnaire (see Appendix III);consisting of

several open-ended and one specific itemlwas &isigned to elicit general in-

formation regarding: 1) the staff, 2) the role of the principal, and

3) opinions regarding the effectiveness of the program.

Theme ,Suervis°Qu,.estior re

The supervisor questionnaire (see Appendix IV) consisted of itemswere +hose. :n
designed, as Athe principal's questionnaire, to elicit general information

regarding the role of the supervisor, in-service training, parent activities,

opinions about staff competency, and factors contributing to the effective-

nese or the lack of desired effectiveness of the programs.

Results: Th.e Trestmenz of the Data

This section presents the statistical treatment of the data of this

investigation. First, the statistical procedures employed in the analysis of

the data are outlined. Second, the analysis and discussion of the data are

are repoefect .presented. Third, the statistical characteristics of the observer guidekai

'he reliability of averadratings 415* reported, in hpeilchx"V, 60./37,

Statistical Procedures

In order to determine the status of the variables under investiga-

tion, the means, medians, standard deviations and ranges of relevant items

in the observation guides and teacher questionnaires were computed and are

reported. The relations between scales were determined byname of Pearson's

product-moment coefficient of correlation. All correlations are based upon
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the owdhinmiprekindmpulimi and kindergarten samples. Critical r equals

.361 at the .05 level of sigrd.flosnoft and .436 at the .01 level of signal.

canoe for a tiro -tailed test with twentzpoight degrees of freedom..
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PRESENTATION OF THE DATA

Classroom Envirommalt

In the following section data collected on behavior relevant to

aspects of the psychological climate fomd in classroom samples is presented

and discussed. The behaviors selected for observations have been found to

be relevant to the determination of students' attitudes toward school and

learning, their social and emotional development, and their self-perceived

competency. A child's educational attitude and self-concept are widely

held to function as forces in a field rather than as discrete and independent

phenomena. Thus opportunities for success, receiving approval from others,

and the student's interpersonal psychological development should be thought

of as interactive.

:ABLE 1

HOW MANY CHILDREN IN YOUR GROUP Mt:BELOW AVERAGE IN OVERALL
DEVELOPMENT (LANGUAGE, MO OR, EXOTANAL, SOCIAL) FOR A FOUR

YEAR OLD?

lapandeA itspandar
rldmde en

N Classes 39

Mean

SD

Range

5.57

4.12

0-114

5.65

447

0-20

Ciass registers ;or petkindergartenS ranged +ram or kincier-
43artenS i3-d4o. The data of Table 1 reveal that teachers perceive that a sub-

stantial number of pupils are below average in their overall development.

This item refers to children who are below average in several areas. Thus,
retarded

the data above refers to the more severely- children. Clearly

the need for a program capable of compensating for their inadequacies is
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TABLE:2

CHILDREN ARE FREE FROM STRAIN; SMILE OR LAUGH, AND CHATTER

2

never
vel7

frequently
ueua Does on-

almly

Evan

N Classes 10

Mean

SD

Range

614

.64

3-5

.14 11 I._ Com ineKindSamples
20 30

14.23
.47
fit

3-5

Inspection of Table 2 reveals that children in both the pre-

...ndergarten and kindergarten programs have been observed to exhibit behavior

consonant with sound psychological development. Characteristic behaviors of

normal, happy, children are evident in the classroom. The gross symptoms of

poor classroom climate are, if not wholly absent, at least not the norm.

Presumptive eviderle of the conceptual validity of this scale is evident in

that it correlates .685 with the overall rating of classroom management,

-.656 with frequency of restrictive teacher contacts, .641 with the overall

rating of play experience, and .637 with frequency of children participating

in planning play and opportunities for salt- selection of activities
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TABLE 3

=atm ARE ACTIVELY ENGAGED IN SIZE SATISFYING ACTIVITY

3 2very usua ocltii."Mairt'"7---neverfrequent]
all;

N Classes

Mean

SD

Range

Zicpanded Itcpanded bombinedPrekinde amen Kinder arten es

10

4.1

.94

2.5

20

3.75

.83

2-5

30

%ft 3.21
.88

2.5

-Ns more specific.
Inspection of the data of Table 3 reveals that in

some what
aspect of classroom climate there is Wester variability in
the frequency with which children engage in satisfying activities. Thisitem

is highly correlated with the frequency of extensive teacher con-
tact (.801). The frequency with which teachers' behavior indicates atten-
tion and comprehension of children's s temente correlates .773 with the
it (Table 3) above. The overall rating of classroom management and

frequency of restrictive teacher contacts correlates .689 and -.643 respec-

tively with the frequency of pupils engaging in satisfying activities*

The next question relates to the opportunity afforded children
anin these programs for selecting their own activities,- activity held to

be related to ego development.
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TABLE 4

CHILDREN PARTICIPATE IN P.IANNIN0 PLAY ElPFKLENCES WITH THE OPPORTUNITY
FOR SELF-SELECTION OF ACTIVITIES

1
never

2
seams oac8sion-

ally
4

usuall,y very
frequently

agenda
Frekinder rten

N Classes 10

Mean 3.4

SD 1.35

Range 1..5

&pa ..e Comb
Kinder erten Swim lea_

20 30

3.10 3.20

1.26 1.30

1-5 14

The data of Table 4 suggest that this aspect of classroom
behaviors thought to be related to the development of children's social
behavior, is neither as consistent nor as frequent as should be expected in
adequate early childhood programs. This rating correlates .649 with the
general evaluation of classroom management, and .637 with the frequency
with which children appear free from strain and smile, laugh, and chatter.
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TABLE 5

CHILD -CHILD COMMUNICATION IS ACTIVE, VITAL AND FLOWING

1 2
never 50 occa on

ally
very

frequently

litcp an

Prekinde

1

erten
DI an

Kinder erten
on
Se

ed
lea

N Classes 10 20

Mean 3.60 '3.70

SD .91 .90

Range 2-5 2-5

30
3.47

.21

2-5

Inspectiqn of Table 5 reveals that communication between Children

is also quite variable and less frequent than hoped for. This scale corr.-

lates .6W, with the overall evaluation of the content aspects of the program,4414
and with the frequency with which children are given responsibility

for carrying out routine classroom activities.

Clearly, these behaviors felt to be important in the development

of the child's social relations in school behavior are, if not negleated,

at least not as consistent as we would wish. This interpretation is given
^n 12.34 for

tangential support from the data of Table showing thatpover one-half oftotal eta ssrOom #
they time children are engaged in teacher.directed whole group activities,

are
such activities apparentlyiinot being used to foster informal communication

between children. The next item specified some of the on-going aspects of

the classroom related to the variables mentioned above.
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TABLE 6

TEACHERS (OTHER ADULTS) UTILIZE CLASSROOM LIVING PROCEDURES AND
ATTITUDES TO FOSTER SHARING, ACCEPTANCE OF RIGHTS AND

RESPONSIBILITIES OF SELF AND OTHERS

very
frequently

OCC88 GO m never
ally

N Classes

Mean

SD

Range

ian ,7. an .17.t om ,e
Prekinder amen Kinder en as lee

10 20 30

3.3 2.85

1.00 1.27

2-5 1-5

3.00

1.21

1-5

Further evidence of the' social inter-

actions of children is evident in Table 6. This scale correlates .657 with

the overall rating of play experiences, .634 with the frequency with which

teachers listen to and understand their pupils, .629 with the general evalua-

tion of classroom management, and .626 with the observer's overall rating of

the quality of each session observed.

Kinds of activity frequently encountered

and used to develop responsibility and appropriate social interactions among
ore inair..atedpupils and staff in Table 7.
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TABLE 7

CHILDREN ARE GIVEN RESPONSIBILITY' POR ROUTINE ACTIVITIES (CLEAN-DP,
WATERING PLANTS, POURING JUICE, SERVING COOKIES, ETC.)

very
frequently

us
2 ler

ally

N Classes

Mean

SD

Range

10

2.90

.83

2.

20

3.05

1.02

1.5

30

3.00

.96

14

Table 7 reveals that this common technique for fostering social
the depend on

responsibility andAexperience of competency appears again toy. the

discretion of the individual teacher. 7.8beervers
which tutve been

reported routine housekeeping activItiesx should performed by the

children, were often carried out by aides. In classrooms where childrenA ssarn eJ
responsibility for such activities, the observers found the quality of

that

instruction, classroom management, endplay experience to be substantially

better. This is supported by correlations of .741 with the overall rating

of the quality of content instruction, .698 with the overall rating of

classroom management, .687 with the overall evaluation of the quality of

play experiences, .679 with the overall quality of :Anguage used in the

classroom, .618 with extensive teacher contact, and .550 with restrictive

teacher contacts. Related to the aspects of classroom activity discussed

above and relevant to self.00ncept and formation of attitudes toward
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BEST MPY r7- ,f reducation, is the following data concerning teachers' interaction with
children.

TABLE 8

TEACHERS (ozora ADULTS) ASK QUESTIONS THAT STIMULATE AND
FOSTER COMPREHENSION; CHILDREN RESPOND

?"*-74"2=
Prekinder y arts& Kinds erten

N Classes 10 20

Mean 2.2 2.05
SD .81 2.142

Range 1 ..3 1-5

traMa
Sief.1a.s

30

2.70

1.13

1-5

The data of Table 8 reveal one of the most frequently neglected
aspects of teacher-child interaction. Observers mentioned that teachersasked ciptstIon5 +he children c.cw-Lld not answer.commonly >` v.

For example, a teacher may hold up a picture of a cow and adc,
"What is this?" rather than telling the child, who may never have seen a cow,

what it is. Should a child guess correctly, be is rewarded. Those who are
unable to guess correctly are made to feel inadequate.

This scale correlates .757 with the frequency with which teachersused
incidental and planned experiences to foster observation and

related verbalization, and .6014 with the general rating of the quality of
content instruction. IONIMIlmo



TABLE 9

CHILD-TEACHER ( -ADULT) COMMUNICATION IS FREE AND OPEN, WITHOUT
APPARENT HESITATION AND RESTRICTION

1

never
2

sAdom occasion-
ally

usually
5

very
frequently

Expanded
Prekinder arten

Expanded
Ilnder erten

Combined
S:..les

N. Classes = 10 20 30

Mean 4.3 3.5 3.76

SD .64 1.16 1.08

Range 3-5 1-5 1-5

Inspection of Table 9 suggests that free and open communication

between children and adults is quite variable. Such variability is scarcely

desirable in such a crucial aspect of the kindergarten and prekindergarten

program. This scale does not correlate significantly with the number of

adults present in the classroom, .145, lending further support to the

contention that the nonprofessional staff are not contributing to "... the

development of more extended and accurate language." (Bloom, Davis and Hess,

1965, p.17)

Frequency of child-adult communication, however, is highly corre-

lated with the frequency with which teachers listen to and understand chil-

dren's communication (.734), and negatively correlated with the restrictive

teacher contacts (-.781). It is positively correlated with the extensive

teacher contacts (.771), and with the evaluation of the use of literature

in the manner that elicits children's enthusiasm and enjoyment (.727). In

addition, this scale correlates .706 with the overall evaluation of play

experiences.

In enluating the teacher's technique in teaching,
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the question is essentially, "Is the teacher actively guiding the learning

of children or are her contacts generally restrictive?* Extensive teacher

contacts are the focus of Table 10. Table 11, Restrictive Teacher Contacts,

deals with essentially dominative and controlling interaction.

TAE 10

TEACHER'S ACTIVE GUIDANCE

A TEACHER MAY BE DESCRIBED AS GIVING ACTIVE GUIDANCE WHEN SHE IS AWARM FRIEND, GUIDER, ACTIVELY PARTICIPATING IN IME CHILD'S PLC! ASAN ACTIVE, INTERESTED ADULT. ( THOMPSON 3 in Gages, tfi)

EXTENSIVE TEACHER CONTACTS (ESSENTIALLY INTEGRATIVE)

(GIVING INFORMATION; GIVING HELP AND APPROVAL WITHOUT INTERFERING;
ASKING LEADING QUESTIONS; MAKING SUGGESTIONS; STRUCTURING

SITUATIONS WITH EMPATHY AND IMAGINATION; BEHAVING IN
FRIENDLY MANNER)

it 3 2 1

frequently

N Classes -
Mean

SD

Range

Expanded Espended Combined
Prekinder arten Kinder erten Samples

10

3.6

.80

2-4

20

3.35

1.23

1.5

30

3.43

1.11

1.5

The data presented in Table 10 above and in Table 11 to follow are

considered by the present writers to be a meaningful and significant indicant

at adult-Child interaction. The observed frequency of extensive teacher

contacts correlates .870 with the frequency with which the touter listens

to and understands children, .801 with the frequency with which children are
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engaged in satisfying activities, -.793 with restrictive teacher contacts,
.716 with the overall evaluation of play experiences. and .771 with free and
open comnication between children and teachers.

Clear]; there is excessive variability around a middling frequency
of active guidance. One would expect that the characteristic behavior should
be extensive, rather than restrictive. Restrictive teacher contacts are less
frequent than extensive teacher contacts but, nevertheless, are observed
altogether too often.

TABLE 11

RESTRICTIVE TEACKEt CONTACTS (ESSE:NMI= DOICNATIVE, CONTROLLING)

(STOPS UNDESIRABLE BEHAVIOR; TREATS BEHAVIOR 71 STERN FASHION;
VINOUS QUID'S APPROACH OR REJECTS INTRUDES ON

CHILD'S SOLVING HIS OWN PRIMING)

1
never

2
000111 or-

ally
MOUS

wasmwor

Prekinder erten Kinder erten
N Classes 10 20

Mean 2.5 2.75
SD .80 1.33
Range 1..14 1-5

very
frequently

Samples

30

2.66

1.19

1-5

Inspection of Table 11 reveals that ossential3g dostnative and
controlling teacher behavior

occurs with sufficient frequency to make it a problem.
This scale is negatively correlated with the frequency of free and open
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child-teacher communications (-.781), with the general rating of

play experiences (-.695), and with the frequency with which teacher

listens and understands children (-.755)

Further, this scale correlates -.643 with the frequency with

which children are engaged in satisfying activities, and -.656

with the frequency with which children appear to be free from strain--

smile, laugh, and chatter. One interpretation that may be offered is
that the extent to which a teacher is restrictive or extensive in her
contacts with children is one of the prime determinants of the

experiential quality of that classroom to the student.

psOortunitLesSarlalleoh
Bloom, Davis, and Hess (1965, pp. 17-18), recommend that;

Nursery schools and kindergartens should be organized as toprovide culturally deprived children with the conditions fortheir intellectual development and the learning-to-learnstimulation which is found in the most favorable home envir-onments. Such nursery scbols and kindergartens should be verydifferent from the nursery schools and kindergartens commonlyused for middle-class children. These nursery schools Andkindergartens must systematically provide for the intellectual
development of the child. Such learning can take place through
games, concrete materials, blocks, toys, objects in dramaticplay.

The adult teachers must provide a supportive structurea environmentin which being read to, music and art, are enjoyable socialexperiences for the children. Specifically, the primary tasksof these nursery schools and kindergartens should be to provide for:
a) stimulation of children to perceive aspects of the worldabout them and to fix these aspects by the use of language;
b) development of more extended and accurate language;

c) development of a sense of mastery over aspects .of theimmediate env:ronment and enthusiasm for learning for itsown sake;

d) development of thinking and reasoning and the ability tomake new insights and discoveries for oneself;
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e) development of purposeful learn ng activity and the ability to
attend for longer periods of time.

The goals of the extended kindergarten and extended prekinder-

garten programs are congruent with those recommendations. In the following

section, data _relevant to those aspects of the instructional

content of the programs that affect children's intellectual growthytkre presented.

1
never

TABLE 22

TEAMERS (OTHER ADULTS) USE INCIDENTAL AND PLANNED EXPERIENCES TO
DEVELOP OBSERVATION AND RELATED VERBALIZATION

2 3 4
00Ca OM»

ally
Walla

5
very

frequently

Preldnde
a. :an

amen Kinder arten

N Classes 10 20

Mean 2.6 2.35

SD 1.11 1.35

Range 1.5 15

11 ed
Sam les

30

2.43

1.28

1-5

The data of Table 12 above suggest that an important technique for

achieving one of the central goals of both the prekindergarten and kinder.

garten programs is employed less frequently and less consistently than should

be expected. Further, this scale correlates .757 with the frequency-with

which teachers, or other adults in the classroom, ask questions that stimulate
DO which

and foster comprehension andAthe children respond. It may be that this rating

is based7rnarily on planned experiences and that incidental experiences may

seldom be used in the classroom. Should *tabs the case, teachers are not

taking advantage of opportunitiee to use spontaneity in order to elicit and
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subsequently reinforce intrinsic motivation for learning. This is particu-

larly important in light of the fact that teachers perceive only a small

percentage of their students as retarded in language development, but ,

Vcry et( e ycharacteristically exhibit behaviors that indicate that they do notAlisten

to and understand the children's communications,

TABLE 13

TEACHERS' (OTHER ADULTS') RESPONSES AND GESTURES INDICATE THAT THEY
ARE LISTENING TO CHILD AND UNDERSTAND WHAT HE IS SAYING

1 2
never ee OCC8 on-

ally

4
US= very

frequently

ands
om

i'rekinder en Kinder arten Sa les
N Classes Ili 10 20 30
Mean

3.7 3.5 3.56
SD

.78 1.20 1.08

Range 2.5 1.5 1-5

The data of Table 1) indicate that there is greater variability

in the frequency with which kindergarten teachers are observed to respond

to children's communications in ways that indicated understanding. This

scale appears to be exceptionally meanineul,both psychologically and educe-

tiona14. It correlates .870 with extensive teacher =tracts, -.755 with

restrictive teacher contacts, .773 with the frequency-with which children

are observed to engage in satisfying activities, .756 with the observers'

evaluation of the us of play space, .734 with the frequency With which

childiadult communication is free and open, .822 with the overall evaluation
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of play experience, .742 with the overall evaluation of the use of language
.718

in the classroom, and with the overall evaluation of classroom manage..

ment.

TABIE 114

HOW MANY CHILDREN IN YOUR GROUP(S) ENTERED WITHOUT ENGLISH, OR
WITH SEVERE RETARDATION IN LANGUAGE DEVELOPMENT?

Expand
Prekinder erten

N Classes

Mean

SD

Range

14

47

.66

0-2

nde
Kinder erten

39

1.34

2.00

0-9

The data of Table 14 reveal that, teachers perceive only very few

children, roughly one out of fifteen, as being severely retarded in language

development upon entrance to the programs. If the teachers' perceptions,

with respect to the incidence of language difficulty, are even relatively

accurate, then either the target population for which the programs were in..

tended are not being reached, or the assumption that preschool children in

disadvantaged areas are retarded in language development is not warranted.

In the opinion of the present writers, the assumption
are acc.arate.is untenable.f a t teacher perceptions

.1.
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TABLE 15

TEACHERS (OTHER ADULTS) GIVE SPECIFIC ATTENTION TO LANGUAGE DEVELOPMENT
OF NONENGLISH-SPEAKING CHILDREN (IDENTIFYING BY NAME SONS THINGS
WITH WA/CH ma ARE PLAYING, ENCOURAGING CHILD TO PROVIDE NAME

IN NATIVE TONGUE, SUPPLYING WORDS TO DESCRIBE SENSORY
EXPERIENCIS, ETC.)

1 2 3
numevt-Tri-i occagoli:

ally
usua vex

frequently

EMpand
Prekinder erten

N' an
Kinder erten

Co sae

Sam les

N Classes 10 20 30
Mean 1.5 2.0 1.83

SD .67 1.18 1.06

Range 1 -3 3.4 1-4

lie data of Table 15 above suggests that very little

igulyxoteis being done to aid non-English-speaking students in overcomingit--'

culties.'

serious failing.

The scale has only one significant, although low:"::(.'518),

correlation and that with the size of child-child groups. This specific

aspect of language development in the prekindergarten and kindergarten program

This seems to be a

seams to be wholly lacking. 7 ow.
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TABLE 16

TEACHERS (OTHER ADULTS) STRUCTURE EXPERIENCES THAT FOCUS UPON
THE CHILDREN'S OWN AND DIFFERING ENVIRONMENT (PICTURES,

DISCUSSION, TRIPS, GUESTS)

PrekiEXpanded tindernarten
Combined

N Classes n 10

Observed 4

Not Observed 6

20

7

13

30

11

19

Table 16 provides evidence that in two thirds of the

extended prekindergarten program, teachers and other adults

do not attempt to focus the class's attention on their common.

shared experiences, or provide experiences with other and differing

environments. Once again, this is not entirely satisfying and the

data suggest that these aspects of the program should be expanded.
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TABLE 17

TEACHERS (OTHER ADULTS) TAKE ADVANTAGE OF ONGOING CLASSROOM ACTIVITIESTO WILD UNDERSTANDING OF BASIC MATHEMATICAL CONCEPTS (ASKS "HOW MANY",ml4HICH ONE"; ONE-TO-ONE CORRESPONDENCE ONE CHILD, ONE CHAIR, ONECOOKIE, ETC.; CALLS ATTENTION TO SETS OF OBJECTS AND CHILDREN,
GEOMETRICAL SHAPES, AND CONTRASTS, SUCH AS BIG-LITTLE,

HEAVY-LIGHT; ORDINALS: FIRST BLACK, SECOND BLOCK,
ETC.; GAMES, SUCH AS DOMINOES)

1 2 3 4never occas usua 3 very
ally frequent37

ANIONE=Paselor

N Classes Is

ands an a ol=WMPre amen Kinder amen USan

10 20 30
Mean 2.00 2.1 2.06
SD .89 1.13 1.06

Range 1-3 1.5 1 -5

Table 17 above presents data on the spontaneous use of basic

mathematical concepts. This data indicate that, as with the spontaneous use
of on-going classroom activities to develop observation and related verbali-
zation, , adaptive flexibility of teachers is not evident; thus spontaneity
is far from being a characteristic means of enriching the program.

TABLE 18

TEACHERS (OTHER ALUMS) STRUCTURE SPECIFIC GROUP ACTIVITIES TO DEVELOP
MATHEMATICAL CONCEPTS (USES NUMBER LINE TO FIND OUT HOW MANY; COUNTING

FOR ATTENDANCE OR SNACKS; WEIGHING ANIMALS, ETC. )

N Classes

Observed

Not Observed

Expanded
Prekindergarten

10

3

7

Expan ed
Kindergarten

Com ined
Samples

20 30

7 10

13 20
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The data of Table 18 suggest that there is little planned instruc-

tion used to foster development of mathematical concepts. Other areas of

instructional content fare little better. Table 19 below provides further

evidence of general inconaistency in the quality of instructional content.

TABLE 19

TEACHERS (OTHER ADULTS) STRUCTURE SPECIFIC GROUP ACTIVITIES TO DEVELOP
SCIENCE CONCEPTS (USE OF SIMPLE MACHINES TO DO W3RK; EXPERIMENTS

WITH PLANTS; FLOATING OBJECTS; MAGNETS; ETC.)

N Classes

Observed

Not Observed

e
Prekindergarten

10

2

8

5. .1

Kindergarten

20

5

15

Samples

30

7

23

Clerical error resulted in the omission of a scaled item on

science similar, to item 21 on mathematics in the Observer Guide. Thus,

the only data related specifically to science in the curriculum is found

in Table 19 above. This table reveals that more often than not specific

group activities designed to develop the conceptual abilities of children

with respect to science were not observed.
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USE OF LITERATUR: IN A WAY THAT CREATES ENTHUSIASM AND ENJOYMENT OF
LITERATURE ( PICTURE STORYBOOKS

Y)
STORYP TELLING POETRY,

FINGERPLA

very poor poor average good excellent

an ande on ine

N classes

Mean

SD

Range

20

2.85

1.19

1-5

30

3.00

1.18

1-5

There is substantialvariability in the qualitatively judged

use of literature in the classroom observed. This scale correlates

.673 with the overall rating of play experience, .727 with the

frequency of free and open child-teacher communication, and thus

appears to represent an important aspect of the program. This

scale correlates .663 with the general evaluation of the content

area, and .616 with the frequency with which teachers guide

children in finding pleasure in music.



.48-
BEST COPY A4il:1111!

TABLE 21

USE OF ART Et:PERIM= TO EXPLORE MEDIA INDVENDENT OF ADULT
INTERVENTION AND QUALITATIVE JUDGMENT

Tug poor
:oo

poor average good axes nt

cpanded
Prekinder erten

Expanded Combined'
Kinde Marten Sam les

N Classes

Mean

SD

Range

10

4.00

.77

20
.2. 9 5-

2.43

1-5

30

3.43

1.46

1-5

There appears to be substantially more variability in the evalua-
tive rating of art experiences in the kindergarten than SO in the prekinder-
garten programs. Further, this scale correlates .721 with the rating of
teacher flexibility and .689 with the overall evaluation of the observation.

TABLE 22

TEACHERS (OTHER ADULTS) GUIDE aura& JN FINDING SATISFACTION AND
PLEASURE IN MUSIC

never sedan2±ocaasm
ally

4 5
u4P-571:Vas vezy

frequently

11014101M.MNIPINI.

Ebpaned
PrekLer arten ande cm ined

Kindergarten Samples
N Classes 10 20 30
Mean 3.00 3.6 3.26
SD 1.35 1.80 1.36
Range 2-5 14 14
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Table 22 reveals that the frequency,with which teachers and other

adults guide children in finding satisfaction in music is highly variable

in both the kindergarten and prekindergarten programs. This scale correlates

.616 with the overall ratings of the quality of instructional content and

.556 with the frequency with which children are given responsibility for
routine classroom activities.
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Equipment, Materials, Space and Their Use

In this section we , deal with several aspects of the physical
and

environment of the classrooms and the use!, character of the equipment pro-

vided. Bloom, Davis, and Hess (1965, P. 13) write: "Perceptual development

is stimulated by environments which are rich in the range of experience

available; which make use of games, toys, and many objects for manipulation;

and in Which there is frequent interaction between the child and adults at

meals and playtimes throughout the day. At the beginning of the first grade

there are differences between culturally deprived and culturally advantaged

Children in the amount of variety of experiences they have had and in their

perceptual development."
One covIcern

is the extent to which play

materials are suitable to the age level of the children.

TABLE 23

PLAY MATERIALS IN USE ARE SUITABLE TO AGE LEVEL OF THE CHILDHITN

none few some most a

N Classes m

Mean

SD

Range

10

4.20

.40

20

4.05

.80

2-5

30

4,10

.70

2-5

Examination of Table 23 indicates that the observers judged the

materials used in the course of the observation to be generally suitable.
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In this respect, the prekindergarten and kindergarten programs have been

meeting the needs of the children.

TABLE&

PLAY MATERIALS ARE EASILY ACCESSIBLE AND IN GOOD CONDITION FOR USE

5 14 3
mob some

2

ex
1

none

de
Prakinder art

an ins
Kinds erten S les

N Classes

Mean

SD

Range

10

4.0

.63

3-5

20

3.9

144

2-5

30

3.93

.92

2-5

The data of Table 24 provide further evidence thatt,lhezterial

aspects of the kindergarten and prekindergarten program are, to meet

the needs and the requirements of a good program, although greater variability

is evident in the kindergarten sample. This item correlates .666 with the

frequency with which teachers listen to and comprehend children's communica-

tions, .622 with the frequency with which classroom living procedures foster

sharing and the acceptanTi of the righte and responsibilities of self and

others, .639 with extensive teacher contacts, and .619 with the use of avail-

able ply space.
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TABLE 25

USE OP PLAY SPACE AVAILABLE

N Classes

Mean

SD

Range

Prekinde

10

3.5

.80

2.5

an
Kinder erten Sa

a
lea

20

3.4

.97

1-5

30

3.43

.92

Inspection of the data of Table 25 above suggests that the use of
available space is judged to be far from optimal, but not distinctly

There is substantial variability in the use of play space, and

this may be attributable to the differences between teachers. Presumptive

evidence for this interpretation is offered in that this scale correlates
.756 with the frequency with which teachers listen to and understand children'
communications, .694 with the extensive teacher contacts, .617 with the
general rating of play experiences, and .602 with the frequency with which

child-teacher communication is free and open.
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TABLE 26

EQUIP:KENT IN USE DURING OBSERVATION

0 10 0 a) equipment to stimulate large muscle activity,
such as climbing, lifting, pulling, pushing

1 9 0 b) equipment to promote cooperative play
0 9 1 c) equipment to promote dramatic play
0 9 1 d) equipment to stimulate expression of ideas and

feelings through a variety of activities with
blocks, music, clay, and paint

1 8 1 (9) equipment to encourage quiet activities with
pictures, books, and flannel board

1 e 1 f) equipment to encourage manipulative skills
with puzzles, nesting blocks, graduated cones
and cylinders

3 3 4 g) equipment provided to encourage "'Looking -glass
self" (Negro dolls, books with Negro, Puerto
Rican, etc. characters)

The data in Table 26 show that a variety of equipment was in use

in prekindergarten classes, with the exception of equipment used to encourage

"looking-glass self." The lack of use of such equipment is somewhat sur-

priaingl considering the emphasis placed upon its importance in early child-

hood education literature and in the Prekindergarten Ouide. Opportunities

for development of a positive self-concept through use of appropriate equip-

ment are not being utilized in mere than tic- thirds of the prekindergarten

clams in the sample.
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TAME 27

EqUIPMENT IN USE DURING OBSERVATION

Not In of
Observed Use In Use

B33 ed garten C asses
N 20

served

4 8 8 a) equipment to stimulate barge muscle activity,
such as climbing, lifting, pulling, pushing

1 17 2 b) equipment to promote cooperative play
2 13 5 0) equipment to promote dramatic play
0 18 2 d) equipment to stimulate expression of ideas and

feelings through a variety of activities with
blocks, music, clay, endpoint

1 12 7 e) equipment to encourage quiet activities with
pictures, books, and flannel board

1 17 2 f) equipment to encourage manipulative skills with
puzzles, nesting blocks, graduated cones and
cylinders

6 9 5 g) equipment provided to encourage "looking-glass
self" (Negro dolls, books with Negro, Puerto
Rican, etc. characters)

The data of Table 27 show that equipment used to stimulate large

muscle activity and equipment used to encourage "the loold.ng-glass self"

were either absent or not used in many cases. The present writers feel

dolls
that especially with the latter item (Negro and Puerto Rican; books

with Negro and Puerto Rican characters), an opportunity to red,nforce the

Child's conception of himself as a worthwhile and valued person is being

missed.

Further, the association of one's ethnic or racial group with

school related activities is highly desirable and should be encouraged. The

data presented above indicate that it occurs less frequently than it should

in an adequate program.
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TABLE 28

RANGE OF CONTENT r: ' PLAY ACTIVITY

REST
COPY AlitillABLE

PrekInder- Kinder Do ined
of P rActivi2 arteSam s

Domestic 6 18
Construction 9 2
Toys (trains, boats, cars, traffic
signals, etc.) 9 9

Dramatic (puppets, pantomimes, costume
playa etc.) 8 7

Puzzles, pegboards, other manipulative
materials 8 19

Sandtable and water play 4 2
Rhythms (rocking horse, rhythm instruments,

etc.) 6 10
Art (clay, dough, crayons, paints, collage
materials) 9 19

Dictated writing 0 3
Library (books, recorded stories, story

filmstrips) 8
6Outside play

Other (specify) 5 10

24
11

18

15

27
6

16

28

3

19
10

Table 28 above indicates that the variety of materials in use
that

during the observation was quite extensive. It *mid seemii with respect

to the variety of activities, the programs are reasonably adequate, although

the data suggests that teachers tend to avoid the use of ""messy" material
and do not write dawn storieS the ch ildren dtc-t ate.

(sand and water'
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TABLE 29

TIME SPENT IN %OLE GROUP ACTIVITIES

Expands
Prekinder erten

N Classes le 10

Mean (Min.) 90.3

SD (Min.) 29.64

Range (Min.) 8-10

ended ined
Kinder arten San les

20 30

92.5

32.06

45157

91.76

31.29

45-165

The following activities are included in the data above

Planning for day's or future (trip) activities, and for classroom living
Discussion (sharing news, ideas, objects)
Planned

demonstration-discussion-participation
(Messing about - science, plants, floating objects; social studies, etc.)Music and rhythms
Story
Rest
Snack
Lunch
Arrival and deTarture routines
Other (04,404)

Data of Table 29 show that about ninety minutes out of the one

hundred and fifty minutes of each class session was spent in whole group

activities for each group, leaving about sixty minutes for individual or

small group activities during the play experience' period. The fact that the

time spent in whole group activities was approximately the same for each group

suggests a similarity of program content for prekindergartens and kindergartens.
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TABLE 30

ORARACTER OF TRANSITIONS (PLAY TO CLEAN-UP, CLEAN-UP
TD SNACK TIME, ETC.)

2 3
average

BEST COPY
AVAILABLE

5
very

smooth

Expaim".."...."Cda7437-manin
PriAinder.. ...SeLartKinder erten les

N Classes

Mean

SD

Range

10 20 30

3.80

1.16

2-5

3.70

2,14

2.5

3/73
300
1.16

XX2

2-5

The data of Table 30 reveal that the transitions between activities

tend to be relatively mootht,

This scale correlates .702 with the overall general rating

of classroom management and .590 with the rating of suitability of play

materials with respect to the children's age.

1
very
rigid

TABLE 31

TEACHER FLEXIBILITY (IN ROUTINE ACTIVITIES, ARRANGEMENT
OF FURNITURE, USE OF MATERIALS, ETC.)

SO
2

a

rigid
average

4
someht:t
flexible

MINININNIAMtalmmillml

anded
Prekindergarten Kindergarten Samples

as

very
flexible

om ined

N Classes at 10 20 30

Mean 3.7 2.9 3.30

SD 1.00 1.37 1.29

Range 1-5 1-5
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A conceptual correlate of the Character of transition and a

variable related to general quality of the educational experience is the

teacher's flexibility in the context of routine elessroom activities. The

data of Table 31 show that there is greater variability exhibited in this

characteristic. .16 correlates of this scale provide tangential
support for the meaningfulness and importance of this variable. The scale

correlates .754 with the overall evaluation of the observation, .721 with
the judged quality of art experiences that are free from adult intervention
and judgment, .643 with the frequency of free and open child-teacher communica-
tions, and -.462 with class size.

Class Size and Com zsitions.__
In the following section is a description of selected characteristics

of the classes observed in the prekindergarten and kindergarten samples. Where
relevant, the correlates of the variables are reportad and discussed.

TABLE 32

NUMBER OF CHILDREN PRESENT

N

Mean

SD

Range

ikpand.
UpendedPrekinder amen Kinder rtes

10

12.3

1.61

10-15

20

19.05

4.70

9-29

Examination of the data presented in Table 32 reveals that the

extended prekindergarten classes are considerably smaller than the extended



BEST COPY MILIMI

-39-

kindergarten classes. This size contrast is consonant with stipulated
maximum enrollments of fifteen children for prekindergarten classes and
twenty-five children in kindergarten classes. Class size correlates nega-
tively . with the evaluation of art experiences independent of
adult's judgment or interference,isand with judged teacher(..4462.),
flexibility) / Ratings of the quality of eddcational experiences do not
correlate significantly with class size.

TAILS 33

NUMBER OF CHILDREN ABSENT

Prekindergari.en Kindergarten
N 10

20
Mean 2.6

3.90
SD 1.01 101
Range 14 043.

The data of Table 33 above suggest that children participating in
the programs attend with a relatively high degree of regularity. Considering
problems such as lack of adequate clothing and need for escort service, in
addition to anticipated absences for health reasons, the absence rate is
surprisimV low.



TABLE 34

NUMBER OF CHILDREN CURRENTLY ON CLASS REGISTER

ands

L'al3LEBEST CON

Prekinder erten

N Classes or

Mean
14.78

SD
.79

Range 13-16

en ed
Kinder srten

39

23.23

14.63

1340

The data of Table 34 above, derived from the teacher questionnaire,

correspond quite well to the data in Table 32 and Table 33, derived from the

classroom observation. The total number of children observed in the pre-
di4kindergarten sample was iu excess of 207Ahree teachers not . returnA

the questionnaire) The total number of children in the kindergarten sample

was 906. The close correspondence between data from the teacher questionnaire

and data from the observers' reports may be seen once more in Table 35.

TABLE 35

AVERAGE DAILY ATTENDANCE

an a

Prekinder rten

N Classes
114

Mean 11.78

SD
.93

Range 10A3

an

Kinder erten

39

19.35

4.43

8-36
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TABLE 36

MISER OF MENTIONS OF DIFFERENT KINDS OF PROIANGE) ILLN3SS

Prekindergarten

Kindergarten

Total

}. n C P.% .
Illness

5

12

17

OD co=on in,
Illness Accident

5

16

1

2

3

Camaon childhood illnesses refer to the usual communicable diseases*'
colds, tonsi.litias, and viruses. Uncommon childhood illnesses include asthma,
hernia, pneumonia, kidney infection, spinal meningitis, skin disease, and

this erect& pbronchitis. The most frequently mentioned was asthma.

Twenty kindergarten teachers, with a total register of 906 children,
reported ninety cases of prolonged illness. Thus, only about ten per cent of
the kindergarten children in the sample suffered a prolonged illness. Tan
prekindergarten teachers, with a total register of 207, reported thirty..

7hu,sa.three cases of prolonged illness. A. higher percentage, about sixteen per
cent of the prekindergarten children* suffered a prolonged illness.

TABLE 37

N13MBER OF MENTIONS OF FAMILY PROBIEMS CAUSING ABSENCE FROM SCHOOL

Prekindergartm

Kindergarten

Total

mmunicaParents! Failure Parent Disease in Lack ofto Brin Child Illness the Hone Clothin Tri
6

12

18

5

8

23

0 2 0

2 8 1

2 10 1
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The largest category in Table 37,ocontains reasons other than

illness or lack of clothing for parents not bringing a child to school.

Reasons stated include: not knowing what time school begins, no clock,

need to sit with younger siblings, failure to get up in the morning, and no

one to bring child to school. Recall that eight kindergartens provided no
escort service.

Twenty kindergarten teachers reported a total of forty-five cases,
and six prekindergarten teachers reported a total of sixteen cases. Accord.'
ing to those reported figures, about five per cent of the absences in

kindergarters can be attributed to family problems, and about seven per cent
in the preklzdergartens.

TABLE 38

NUMBER OF CHILDREN WO LEFT THE GROUP

Prekinder art

N Classes
14

Haan
2.78

SD
1.67

Range 0.6

cpanded
!Cinder erten

39

4.84

3.60

0.18

The data in Table 38 above show that about one fifth of the

Children left both programs.
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TABIZ 39

REASONS FOR CHILDREN LEAVING THE GROUP

BEST COPY Atiiiitt3LE

Sc
andGrp Illness Moved Withdrew*

Prekindergarten 3 23

Kindergarten, 6 134

10

16

Never
A ...I eared

Don't
Know

0

11

0

2

Lc an erre

PrekindergartIn 0 3

Kindergarten 2 4

0 CO

0

9

0

0

6

nse

* Some respondents *mined: lack of maturity of a child as the reason for
discharge or withdrawal.

The largest single category in Table 39 above isehildren having

left the area served by the school, confirming once more the high mobility

rate found in disadvantaged areas. The fact that two children left the

group because of lack of clothing is appalling. While this is a small

number, this category does not appear in studies for middle class children

and the incidence of even one or two cases is a significant social fact.

Also deplorable is the fact that nine kindergarten children left the program

because their families were not able to escort thee to a neighborhood school

and no escort service was provided.



TABLE 40

UMBER OF CHILDREN HAVING SIBLINGS IN THE S(iO0L

N Classes so 14

Mean 10.42

SD 2.67

Range 8 -17*

.1011111.0MOMIONIMWM1MIONMEIMMNIVIIIIPIIIMIMMMIMMIlamal=00.111.00111=1.0.
11.111110110414,4111111MIIMMMIMENIPMpek

39

12.52

5.64

4.24

ese ate from e teac er qua onn= e may ,ve inc ude, one
instance, the total number of siblings for all children who entered during
the course of the year.

Table 140 reveals that in the prekindergarten sample most of the

children have siblings in the school they are attending. This holds for

the kindergarten sample 881411, but not to the same extent. The writers

believe that the primary source of information about the pre..

kindergarten program and the chief means of recruitment may be through older

siblings attending the school offering the program.

TABLE 41

NUMBER OF NON-ENGLISH-SPEAKING CHILDREN ENTERING THE PROGRAMS

N Classes

Mean.

SD

Range

Prekindergarten

14

4.78

4.02

0-14

mi-EE44122Etal

39

3.81

3.42

0.13
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The data of Table 41 reveal that there is substantial variability
in the number of non-English-speaking children entering the preldndergarten
program. In view of the number of non-English-speaking children entering
these programs and the inadequate provision of specific teaching for aiding
non-English-speaking children cited in Table 15, page 23, and Tables 26 and
27 on pages 33 and 34, it is questionable wb3ther the expanded prekinder-
gartens and kindergartens are even approaching success with respect to meeting
the stated goals of the programs for those children.

TABLE 1i2

ETHNIC =POSITION OF EXPANDED PREKENDERGARTEN AND
KINDIRGARTEN CLASSROOMS IN THE SAMPLE

* ; P119%

Prekindergarten
gre Otte Otter

Rican

an 7..

Kindergarten
Negro Puerto other

Rican
N

Mean

SD

Range

14 11 39 39 39
6.78 7.42 3..21 12.15 8.07 2.84
3.99 3.87 1.52 8.31 6.65 5.78
2.15 9-13 0-5 0-24 0-19 0-19

IMP
V is

Neg;oes and Puerto Ricans constitute the overwhelming majority of
children participating in both the prekindergarten and kindergarten program.
This provides evidence that, in general, the target populations of these
programs are being reached. The means in the table above refer to all
children in the sample and should not be interpreted as representative of
the register of air single class. The majority of classes in the sample
contained a combination of Negro and Puerto Rican children. Only a very
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nqmt,er of white children in the sample were in classes composed

Lergely ef Negroes and Puerto Ricans. Some classes were all Negro, some

classes all Puerto Rican, and some classes all white.

One observer noted that one class she observes eas made up entirely

:f hire, middle class children. She added, by way of explanation, that dis-

advantaged children ere brought into the school at the primary level. This

indicates that one classroom in the sample is clearly not reaching those

chillren fx which the program was designed.

TABLE 43

CRITERIA FOR SELECTION OF CHILDREN INTO THE PREKINDERGARTEN
AND KINDERGARTEN PROGRAMS

ou ene e ec on Special Selection No
Group Criteria Used Criteria Used Response

Prekindergarten 3 12 1

Kindergartel
13. I

Total 16 13 1

Responses classified as routine selection procedures for kindergartens

.ere age, existing waiting list, at random, and "first come, first served."

For prekindergartens, three respondents reported only recruitment procedures,

ouch a.: "parents notified" and "posters in stores," implying that they admitted

those ,h- responded.

Prekindergartens reported the use of fax more special selection

criteria than did kindergartens, as indicated by number of mentions by teachers

on the teacher questionnaire. Routine procedures for school entrance continued

t: to the pattern for kindergarten admittance. The only special selection

criteri n reported for kindergartens was an attempt to
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recruit kindergarten age children who had participated in Head Start progress

during the summer. Special criteria reported used for selection of pre-

kindergarteners were as follows: number of younger siblings, four mentions;

Spanish speaking, three mentions; special financial need, three, mentions;

one parent, two mentions; and old tenement residents, one mention. The

larger proportion of Puerto Rican children enrolled in prekindergarten:: may
be due to the use of the criterion of Spanish speaking.

The four kindergarten teachers responding to the question of who

made the selection of children named the Board of Education, the assistant

superintendent, the principal, and the school clerk. Thirteen kindergarten

teachers gave no response to this question. By contrast, in-school personnel
only were named as those making the selections for the prekindergarten.

Those included were the principal, the principal with the teacher, the

guidance counselor, the guidance counselor with the teacher, and the Spanish

auxiliary teacher. Only one prekindergarten teacher failed to respond to

the question. It is clear from the above data that there are no existing

systematic, comprehensive procedures for reaching parents whose children

would profit most from these programs.

School Personnel and Parents

In this section general descriptive data on school personnel are

discussed in relation to their employment and effectiveness. In addition,

parents' participation in the programs and relation to school personnel are
discussed.



School Personnel

TABLE 44

DESCRIPTION OF STAFF AGE

BEST COPY Ill',"1:1.11,31E

N 7 20

Mean 32.86 35.20
SD 8.19 13.09
Range 22-41 21.62

27

34.60

11.90

21-62

Table 1414 above reveals that although teachers in the prekinder-
garten and kindergarten programs are similar with respect to mean age,
there Qe greater variability in the kindergarten sample.

TABLE 145

NUMBER OF YEARS TAUGHT AT THE EARLY CHILDHOOD LEtitti

N

Mean

SD

Range

itcpancied Expanded bombinedPrekindergarten Kinder
...S/110

7

5.14

8.06

20

6.20

5.75

1-20

27

5.77

5:55

1-20

Table 45 above reveals that there was greater variability in the
number of years ,taught by teachers in the kindergarten sample than in the
prekindergarten sample. Generally, kindergarten teachers bad more experi-
ence teaching at the early childhood level.
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Supervisor perceptions of the competency of prekindergarten and

kindergarten teachers were reported in response to the question, "How would

you judge the competency of the prekindergarten (kindergarten) staff in

your school?* For the most pert, supervisors perceived teachers as being

competent. Only one supervisor designated replacement of a kindergarten

teacher. Two prekindergarten supervisors referred to their teachers as

experienced. All others reported their teachers in very positive terms:

excellent, creative, energetic, highly competent, capable, efficient,

excellent rapport, doing very well for a new teacher, anxious to learn, and

professionally alert.

This consistently positive response by supervisors reg-rding

competency of prekindergarten and kindergarten teachers is not consonant

with observers' ratings of programs, their comments regarding effectiveness

and ineffectiveness of programs, and their recommendations for most needed

changes, reported on pages 170- 84 It is evident that different criteria
for judging teacher competency are used by school supervisors than used by
professional early childhood education educators. One may raise the question
of expectations that present in-school supervisors who are not trained in

early childhood education have for teachers of four and five year old

children, and their knowledge of what constitutes a stimulating, challenging

program for young children.

*Sample of supervisforslisted an p.60.



- 5

BEST COPY At
F

TABLE 46

DESCRIPTION OF STAFF: MARITAL STATUS

marital Expanded Expanded bomb ed
Status

ftskiuds.grElffi.......1-1-ua.-AtilellE.-.....M122-

Single 2 7

Married 5 12

Divorced, Separated 0 0

Widowed 0 3.

Total 7 20

9

17

0

1

27

The data from Table 46 above indicate that about two thirds of

the teachers reporting wire married. All of the teachers in the program

were women.

TABLE 47-
4.0110.010.1.

NUMBER OF ADULTS PRESENT THE CIASSROOM DURING DIE OBSERVATION

N

Mean

SD

Range

Prekindergarten Kindergarten

10

3.2

.74

2.4

20

1.45

.74

144

The data of Table 47 above suggest that the prekindergarten program

has substantially greater numbers of personnel operating in the classroom.

The data above and teacher questionnaire data, as well as informal observers'

comments, indicate that the expanded kindergarten program has more incon-

sistencies in staffing than the expanded prekindergarten program. The staff

appeared to be used in a somewhat unsystematic manner.

Responses of principals to the question, "Who makes up the staff

of your expanded prekindergarten (kindergarten) program?" indicate that the
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composition of the six expanded prekindergarten staff differed. Each

principal listed one teacher per class. Three listed two teacher aiZes per

class, and three listed only one teacher aide. Each of the six listed one

home visitor per class, while only two listed family assistants. Two named

a bookkeeper-typist, and four named one teacher assistant per class. One

class had a student teacher.

Principals reporting for the nine schools with expanded kindergartens

listed one teacher per class. Only one reported a teacher aide, and another

reported a home visitor. This reporting by kindergarten principals with re-

gard to number and kind of staff working in the program is not consonant with

the data reported in Table 48, page 52 , where teachers were asked to judge

the competency of nonprofessional staff. Here, kindergarten teachers rated

twelve aides, six family workers, two assistant famiZy workers, and one

assistant teacher. Kindergarten teacher responses, also, were inconsistent

1r that they often wrote, "Does not apply," to other questions in the teacher

questionnaire related to staff, yet they did respond to the item asking them

to judge their staff. It is possible that the nonprofessional staff judged

by kindergarten teachers were, in many instances, on loan from prekindergartens

and not officially part of the kindergarten staff. Evidence that sharing of

nonprofessional staff between prekindergartens and kindergartens occurred is

provided by responses to a question asking about other duties assigned to

aides outside the prekindergarten classroom. Prekindergarten teacher responses

to this question are found on page-CA
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TABLE 148

TEACHER JUDGMENT OF COMPETENCY OF NONPROFESSIONAL STAFF

Assistant
Teacher

Family
Worker

Family
Worker Aides

K

N rated 12

Mean 4.21 7

SD 1.70 0.0

1-6 WOORange

4 6 6 2 10 12.5.0o
5.50' 4.42 6.00 5 4.16
.76 1.00 1.03 1.00 1.27 1.48

4-7 4-7 3.6 5-7 3-7 1-7

Outstanding 7
Superior 6
Above Average 5

Average
Below Average
Poor
Very Poor

3
2
1

Table 48 reveals that there are substantial differences between the

number of nonprofessional staff rated by the prekindergarten and kindergarten

teachers as well as marked variability in the prekindergarten assistant teachers
theand aides ratings. The present writers feel thatpratings shown above,

supported by the informal comments of the observers, strongly imply the need

for some sort of a training program for the additional personnel.

In response to the question concerning the assignment and duties

of aides, one prekindergarten teacher stated that she had no aides, one re-

ported no other duties assigned, and one reported a yard duty assignnent.

More than half of the prekindergarten teachers reported assignment of aides

to other classrooms, particularly to kindergartens and first grades. However,

three teachers specified that when there were personnel absences or a specific

need for the help of aides, they were temporarily' returned to the prekinder-

garten classroom. Several teachers reported need for aides in the kindergartens.
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Clearly, a major problem in the prekindergarten programa is the

training and full utilization of nonprofessional staff. Teachers reported

lack of training for nonprofessional staff; principals and supervisors re-

ported lack of time for supervision and difficulty in defining the roles of

nonprofessional staff; and observers reported poor utilization of nonpro-

fessional staff. Same principals and supervisors reported that prekinder-

garten teachers found the number of nonprofessional staff "overwhelming.

Professional staff in the school, in most instances, have recognized that

the potential usefulness of nonprofessional staff in the prekindergarten

program has barely been tapped. This situation indicates clear and present

need for short-term pre-service and continued in-service training of the

prekindergarten nonprofessional staff conducted by other than in-school

personnel. The present writers, along with the observers of the programs,

feel that specific training should be provided for nonprofessional staff

by early childhood educators.

Prekindergarten teachers reported employment agencies as the source

of obtaining nonprofessional staff. The agencies included JOIN, three

mentions; New York State EMployment, four mentions; and private employment

agencies, three mentions. In some schools, the principal interviewed appli-

cants sent by agencies. In other schools, the first applicants sent by an

agency were hired. Informal questioning of school personnel indicated that

fairly wide differences exist in selection procedures for nonprofessional

staff, ranging from little or no investigation on the part of the school to

extensive screening, sometimes with the aid of the guidance counselor. Some

principals attributed the success of their program to careful selection

procedures for staff.
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There appears to be great variance in the number of nonprofessional

staff leaving the prekindergarten programs. Only'two prekindergarten teachers

reported no nonprofessional staff leaving during the year. Three teachers

reported three leaving, and one teacher reported seven leaving. Where turn-

over was great, no mention was made as to cause. In classes where careful

selection was indicated, the turnover rate was leas or none at all. This

data suggest; that the use of more careful selection procedures for nonpro-

fessional staff would reduce the frequency with which they leave. If meaning-

ful criteria were used for selection, the effectiveness of the programs should

be increased.

According to principals' reports, other school staff usually

responded positively to the prekindergarten program in their school. When

negative responses were given, they usually related to the ttilization of

nonprofessional staff. Four principals reported only positive feelings on

the part of other school personnel toward the program. Terms used in report-

ing were excited, hopeful. particularly effective, most worthwhile, quickly

accepted, and fwvorable:* Reasons given for positive feelings centered mainly
on hope for the development of a more adequate language background for

children, their gaining a wider experience background, and motivation for

success.

Two principals reported some negative feeling on the part of the

staff toward the prekindergarten program. The first reported, Mixed

feelingsgenerally favorable, but some negative. He added, by way of

explanation, "The additional funds could be spent for the school at large,

gather than for only pzekindergartena for nonprofessional indigenous

personnel and epecial expenditures." Another prekindergarten principal
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reported, "Problems." Problems related to personnel included:
0.

1) school aides dissatisfied that 0.E.7. personnel receive so manymore hours;

2) guidance counselors do not feel family workers and assistants
are trained to do work assigned;

3) teachers in other grades want to share in receiving assistance;

4) prekindergarten teachers believe there are too many' people
serving them; and

5) school secretaries believe bookkeepers are infringing on theirwork.

The sixth problem the above principal cited was, "Kindergarten

teachers find no differentiation in books and materials between kindergartens

and prekindergartens." This report is consonant with observers' reports that

there was nothing to differentiate the prekindergarten program from the

kindergarten program.

All of the principals in the expanded kindergarten sample who

responded reported positive feelings on the part of other school personnel

toward the kindergarten program. Since the expanded kindergarten programs

differ little, if at all, from existing kindergarten programs, there were no

problems concerning the addition of nonprofessional personnel.
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TABLE 49

HIM= COLLEGE DEGREE OBTAINED

Educes:ton Prekindergarten Kindergarten

None 0 1

Degree based or less
than 4 years college 0 0

Bachelor's Degree 17

Master's Degree 2 2

BEST CCP"

Samples

3.

0

21

14

TABLE 50

MAJOR AREA OF COLLEGE DEGREE

Early Childhood 3 1 6 2 9 3

Elementary
Education 0 0 2 0 2 0

Other 2 1 7 0 9 1

No Area 0 0 2 0 2 0

Total 5 2 17 2 22 4
=unielmiNAMmr11.011111....01...p....

Inspection of Tables 49 and 50 reveal that twenty-one of the

twenty -six prekindergarten and kindergarten teachers responding to the

questionnaires have Bachelor's degrees, and four have Master's degrees.

Only twelve have either degree in Early Childhood Education. Ten teachers

have degrees in disciplines other than Education, and two teachers have
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indicated no area of specialization. Only two teachers of the twenty-six

responding have degrees in Elementary Education. Thus, observers' ratings

and evaluation of program content may have been in part a function of the

fact that many teachers lack the appropriate educational background.

One way of providing the necessary educational background for

teachers, if lacking, is by way of offering in-service training. The data

in Table 51 below are responses by supervisors to the question, "What in-

service training of prekindergarten (kindergarten) staff has been carried

on ?"

TABLE 51

TYPES OF IN-SERVICE TRAINING AND FREQUENCY OF MNTION

1.1001.111
Types of -service re

gartenTrainin
1111 -

Visits, conferences, course
with early childhood educa-
tion supervisor

School staff supervision

Inter-school visitations and
teacher-teacher sharing

Reading professional journals

8

3

2

0

prte

2

9

14

1

ros ne

10

12

6

1

The data of Table 51 show the relative frequency with which various

forms of in-service training were mentioned. The only substantive difference

between prekindergarten and kindergarten is the greater frequency with which

supervisors mention contact between the early childhood education supervisor

and prekindergarten staffs. Kindergarten supervisors more frequently reported

school staff supervision as in-service training. It should be noted that
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reference to staff, in the data above, includes nonprofessional staff as

well as teachers. Thus, these data present the maximum range of in-service

training reported.

Data from the teacher questionnaire provide teacher perceptions

of the range of in-service training. The data in Table 52 below show the

extent and type of in-service training teachers reported participating in

during the past year.

TABLE 52

TEACHER REPORTS OF IN-SERVICE TRAINING: TYPE OF
TRAINING AND NUMBER REPORTING

Group

Prekinder-
garten

Kinder-
garten

Total

Orientation College
Courses

District Courses None
and Workshops

No
Response

5 0

0 2

5 2

3

7

1 0

1

Inspection of Table 52 above shows that half of the prekindergarten

and kindergarten teachers reporting indicated that they had not had any in-

service training this year.

In response to the question, "What in-service training (in school

and out of school meetings and programs) has your staff had this year?" pre-

kindergarten teachers reported: early childhood supervisor meetings, three

mentions; meeting with principal or assistant principal, two mentions;

orientation meeting, two mentions; meeting with school social worker, two

mentions; and, none, one mention. Kindergarten teachers did not respond
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to this item, or stated that it did not apply. Interpretation and dis-

cussions of these data are included in the general evaluation section in

relation to the overall problems of supervision and in-service training.

All of the principals and supervisors in the Six schools in the

expanded prekindergarten sample responded. In nine out of the ten schools

in the expanded kindergarten sample, principals and supervisors completed

the questionnaires. A total of fifteen supervisors and fifteen principals

make up the combined responses. Data are discussed separately for each

program and, where appropriate, combined responses are examined.

Maw of the questions on the supervisor and principal questionnaires

were open-ended (see Appendixes IV and III). The range of responses and

number of mentions are in the tables to follow. Four of the same questions

were asked in both the supervisor and principal questionnaires. Responses

to those items will be combined for purposes of categorization and dis-

cussion.

Ser.m........___Wej;____s_dedPrvisionofthet.ekinderartenProlm

The major burden of responsibility for supervision was not found

to be uniform. In two schools, the principal served as supervisor and in

two others it was the assistant principal. The supervisor of grades one to

three, and the supervisor of prekindergarten to grade one assumed tat,

responsibility in two other schools. In one instance, a prekindergarten

teacher designated as bead teacher was the aupervisor. It is possible that

those who referred to themselves as supervisors of primary grades were also

assistant principals.
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Supervision of the Expanded Kindergarten Program

There were nine responses to the questionnaire by supervisors in

the expanded kindergarten program. Supervision, according to those responses,

was performed by one principal, two supervisors of prekindergarten to grade

two, one supervisor of kindergarten and grade one, one supervisor of grade

five and hea/411 counselor, two assistant principals, and one kindergarten

teacher designated as grade leader. As was the case with the prekinder-

garten programs, the task of supervision fell to those having a variety of

other roles in the school.

TABLE

FREQUENCY OF SUPERVISORY VERSUS ADMINISTRATIVE TASKS REPORTED BY
SUPERVISORS AND PRINCIPALS OF EXPANDED PREIMERGARTEN

AND KINDERGARTEN PROGRAMS

1=0111=1101100110011., 11111101.1110111ftsk

Prekindergarten aulerlpirttir'MEGR
Supervisory 10

Administra-
tive

Total

.2.
19

Principal Samples

7 6 11

10 62

37 19 21 96

A total of fifteen supervisors and fifteen principals (six pre.

kindergarten and nine kindergarten) reported a total of ninety-six tasks

included in the table above. These data suggest that prekindergarten super-

visors and principals were more active in their programs than were kinder-

garten supervisors and principals. (It should be noted that these data

represent responses from two more kindergarten supervisors and two more

principals than the prekindergarten sample.) A possible explanation of
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greater administrative involvement in the prekindergarten program many be

that the procedures for dealing with kindergartens were already set up in

schools, while the addition of prekindergartens meant an entirely new

program, thus requiring more administrative attention. Further, additional

demands made on prekindergarten supervisors and principals may have been

attributable to the additional staff in the prekindergarten program.

Supervisors and principals in both programs assumed supervisory

and administrative tasks. In two of tho prekindergarten and one of the

kindergartens the principals served as supervisor. No clear-cut distinctions

may be made between supervisory and administrative roles in either of the

programs.

Tables 54 and 55 contain those activities reported that may be

classed as general administrative tasks.
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TABLE 5J

GENERAL ADMINISTRATION TASKS REPORTED BY SUPERVISORS AND PRINCIPALS
OF EXPANDED PREKINDERGARTEN PROGRAMS

Task
Number of
Mentions

Set criteria for admission

Registration

Publicity

Interviowing and assignment of personnel to program

Arrangement of time schedules

Ordering and distributing supplies, materials

Arranging trips

Taking care of money expenditures (food, bus)

Making luncheon arrangements with school personnel

Opening and closing annex housing classrooms

Evaluation of staff assignments and reassignment

Study scope of jobs of nonprofessional staff

Utilization of other school personnel to train staff
(other teachers, guidance counselor)

Provide space, materials and equipment

Signing of payrolls

Implementation of memoranda from Head Start unit of
E. C. Bureau

Direct enrollment of children and hiring of staff for
summer pre school program

Parent community relations

Total

1

2

6

2

2

14

3

14

1

1

2

2

1

2

39
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TABLE 55

GENERAL ADMINISTRATION TASKS NAMED BY SUPERVISORS AND PRINCIPALS OF
EXPANDS) KINDERGARTEN PROGRAMS

Task
Number of
Mentions

Registration

Interviewing and assignment of personnel to program

Consult with kindergarten personnel to coorditatte program

Screening students

Set up parent-teacher conferences

Planning grade placements for next year

Planning activities involving parent orientation and
participation

Correlating work of prekindergarten and kindergarten classes

Ordering and distributing supplies, materials

Instructed assistant principal on careful utilisation of
personnel and funds

Set up supervisor-teacher conferences

Administration of health exams and follow-ups

Checked teacher's letters to parents

Total

2

1

1

2

3

1

3

2

1

1

23

The six prekindergarten supervisors and principals spent more
OA/than twice as much time on administrative WAL1 they did on supervisory

tasks. Tables 54 and 55 reveal that, although only a little more time was

spent on administrative tasks by the nine kindergarten supervisors and

principals, they mentioned supervisory tasks as frequently as their counterparts
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in the prekindergarten. It is possible that the differences in frequency

may be attributed to the nature of administrative tasks in the programs.

Characteristically, administrative tasks demand immediate attention Often,
do natIl

supervisory tasks This may result in one's

having time for no more than incidental supervision of the actual curriculum.

The effect, if not the presumed cause, of this conjecture is evidenced in cad

that three prekindergarten teachers reported that no planning of the instruc

tional program was done as a staff. Only four teachers reported some planning

discussions. These reports indicated that such staff planning did not take

place with any regularity. Further, the potential value for nonprofessional

staff is particularly great and, as yet, unrealized.

Examination of Tables 56 and 57 indicates that considerably more

in
supervision time was spent checking, observing, evaluating, and"other routine

supervisory procedures than was spent on discussing curriculum content and

planning with teachers. Thus, activities directed toward helping teachers

and staff gain insight and knowledge of curriculum content appropriate for

four and five year old children seems to be only a secondary consideration.

Further, orientation and training of teachers was usually restricted to

teachers, initial work in the program.
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TABLE%

GENERAL SUPERVISION TASKS REPORTED BY SUPERVISORS AND PRINCIPALS
OF EXPANDED PREKINDERGARTEN PROGRAMS

Task
Number of
Mentions

Continuous observation of program

Checking teacher plans

Evaluation of program

Orientation and training of teachers

Conducting teacher conferences on program planning

Conferring with Early Childhood Consultant

Attending city and borough meetings on expanded prekinder-
garten program

Serving as resource in curriculum, discipline and guidance

Checking on effective use of curriculum, materials and
equipment

Total

2

14

1

14

1

1

2

1

17
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TABLE 57

GENERAL SUPERVISION TASKS NAMED BY SUPERVISORS AND PRINCIPALS
OF EVANDEDICCOMOARTIN PROGRAMS

Task
Number of
Mentions

Classroom observation

Checking teacher plans

/Valuation of program

Orientation and training of teachers

Conducting teacher conferences for program planning

Consult 4th Family Assistant almost daily on matters
concerning pupils and parents

Assist teacher in teaching

Total

5

4

1

3

2

'II. --A, greater variety of personnel were reported helping

with supervisory tasks in the prekindergartens than were reported in the

kindergartens. Prekindergarten supervisors named the principal, district

coordinator of early childhood education, guidance counselor, nurse, doctor,

auxiliary teacher, non-English coordinator, kitchen supervisor, and Headetart

staff. Kindergarten supervisors named the principal, assistant to the

principal, secretaries, district coordinator of early childhood education,

and other teachers.

Parent School Relations

One important indicant of the effectiveness of the prekindergarten

and kindergarten programs is the extent of cooperation between school staff
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and parents. The limitations imposed by time and personnel in carrying out

this evaluation project precluded the systematic investigation of parent

attitudes toward education and relationships with the school staff. The

data that follow are teachers', supervisors' and principals' reports on

aspects of parent relationships and attitudes.

TABLE 58

ACTIVITIES AND PROGRAMS INVOLVING PARENTS

e of Activity Prekindergarten Kindergarten Combined
Samples

Workshops and parent
association meetings

School visitation and
trips

Total

6

2.
13

8

19

114

38

.32

The data in Table 58 above show categories representing types of

activities in which parents were involved and the number of mentions made

for each. Supervisors indicated, in their responses, kinds of activities

rather than how often various activities were Carried on during the year.

The data above are incomplete in that responses to the item from which this

table was compiled were inconsistent. However, it is noteworthy that the

prekindergarten program shows a general tendency to involve parents more
frequently than the kindergarten program.
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TABLE 59

PARENTS ASKED AND ATTENDING PARENT CONFERENCES

Expanded
Prekindergarten

Came Asked

N 14 14

Mean 12.00 14.71

SD 2.56 1.04

Range 8-15 12-16

Expanded
Kindergarten

Came Asked

39

15.85

5.73

2.35

39

23.25

4.70

13-14

Table 59 above reveals that parents, for the most part, are

responding to teachers' requests for individual conferences. All teachers

returning the questionnaire, in both prekindergarten and kindergarten pro-

grams, indicated that they had requested parent conferences. The general ,y

high response to teachers, requests for conferences was encouraging. How.

ever, inspection of the ranges of the number of parents asked and the number

of parents who came suggests that there are in some instances parents who

have not responded. Additional comments made on the teacher questionnaire

indicate that, rather than being a general tendency, large scale lack of

parent response to parent conferences tends to be concentrated in a few

specific instances. This is especially noteworthy in the data for the

kindergarten sample.
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TABLE 60

PARENT INVOLVEMENT IN PROGRAM: INCIDENTS REPORTED INDICATING
CHANGED EXPECTATIONS

Parents Involved

Yes

Prekindergarten 7 0

Kindergarten 18 2

Total 25 2

Specific Incidents
Stated

Yes N

7

21

0

6

6

The data above suggest that a lees active role was taken by parents

of kindergarten children than prekindergarten children. It is possible that

this may be attributed to the lack of family workere and assistants in most

of the kindergarten programs. All of the incidents reported indicated that

building of rapport between home and school was taking place. Some teachers

noted an increase in interest and acceptance of responsibility on the pert

of parents.

TABLE 61

PARENTS ASSUME RESPONSIBILITY FOR GETTING CHILDREN TO
SCHOOL: PROVISION FOR ESCORT SERVICE

Group

?es

arm: a seams

No Response

car co
Provided

Yes No No Response

Prekinder-
garten

Kindergarten 19 0 1 6 8 6
Total 26 0 1 13 8

7 0 0 7 0 0

6
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Most teachers for both groups noted that older siblings were

largely responsible for taking children to and from school. The data in

Table 61 indicate that all of the prekindergarten provided escort service

for the remaining children. Eight kindergarten teachers stated that no

escort service was provided. Nine castgotere reported in Table 39, page 43,

of children having left the kindergarten program because parents were unable

to get children to and from school. There was a somewhat higher rate of

Absence and number of children leaving the kindergarten program, but no more

than speculation can be made that lack of escort service was one reason for

this difference.

en -ended Observer Guide and Principal and Su rvisor

The open-ended items on the Observ4t"lluide and Principal and

Supervisor Cuestionnaire items reported in this section required qualitative

analysis. Responses to those items were categorized, and the number of

mentions were tabulated. Percentages for most of the categories were calcu..

lilted. The evaluative comments in the discussion to follow constitute the

informed opinion of the writers. The discussion of the data is based won
qualitative analysis and Should not be interpreted to mean that there are

statistically significant differences in the frequency of mentions in the

various categories. It was thought that these data, if presented without

interpretation, might have been somewhat misleading.

After completing all of the scaled items in the Observation Guide,

the eight observers were asked to respond to the following three items;

1) most effective aspect of program observed; 2) most ineffective aspect of
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program observed; and 3) most needed changes to have a more effective program.

Space was also provided for additional comments. Tobias showing a categorisa-

tion of responses to the first three items were made separately for prekinder-

garten and kindergarten programs. Summary tables combine prekindergarten and

kindergarten responses. Responses to "Additional Comments," are included in

the discussion of these tables.

Most Effectiv.......rothe ams Observed

TABLE 62

MOST EFFECTIVE ASPECTS OF PREEINDERGARTEN PROGRAMS OBSERVED

Main Areas and Sub Areas Effective Aspects Observed
Number Per Cent*

I. Classroom Climate
A. Relaxed, accepting, noppunitive atmosphere 6

B. Warm, nonrigid teacher-pupil interaction

TOTAL FOR CATEGORY I 10 66.6%

II. Curriculum Content and Process
A. Content Areas

1. Songs and dramatisation 2

B. Play Experience

1. Use of variety of activities and
equipment 2

2. Spontaneous involvement in activity

TOTAL FOR CATEGORY II

TOrAl. 15

*Indicates per cent of total number of effective aspects reported byobservers of prekindergarten programs.

Two thirds of the observers judged classroom climate the most

effective aspect of the prekindergarten programs observed. %thin this
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category observers discriminated between (A) relaxed, nonpunitive atmosphere

and (B) a more dynamic teacher-child relationship characterized by warm,

nonrigid teacher-child interactions.

The infrequency with which curriculum content was judged most

effective is particularly noteworthy since major objectives of the prekinder-

garten program--the development of listening-speaking skills, and first-hand

experiences and experimentation fail into this category.
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MOST EFFECTIVE ASPECTS OF KINDERGARTEN PROGRAMS OBSERVED

Main Areas and Sub Areas Effective Aspects Observed
Number Per Cent*

I. Classroom Climate
A. Relaxed, nonpunitivo atmosphere

B. Warm, nonrigid teacher child interaction

TOTAL FOR CATEGORYI
11 35.5%

II. Curriculum Content and Process
A. Content Areas

1. Music
6

2. Science
1

3. Social Studies Trip 1

B. Play Experience

1. Freedom of children to Choose and 3interact
Jr

2. Large block of time utilised 1

C. Process

1. Pupil-teacher planning 1
2. Routines of attendance and flag

salute 1

TOTAL FOR cATmoRril
14 45.1

III. Teacher's Maturity
3 9.7

IV. Space, Equipment and Supplies
A. Room and supplies well organized

B. Large room, well supplied

TOTAL FOR (AMORY 33E

TOTAL

111014001114111V
.41.110.401.1.101.10111.1~..1.1111IMM.M...11.1.004W

2

1

31

.0.101011WOMNOMalnlawftwIlmIllimi=la

*Indicates per cent of total number of effective aspects reported byobservers of kindergarten programs.
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The largest category in Table 63, Curriculum Content and Process,

contains three divisions. However, only one specific content area, music,

received more than one mention. Routines of attendance and flag salute

were judged to be the most effective aspect observed during one class

session. The observer who reported this judged the overall quality of the

class as very poor.

Kindergarten classroom climate was judged the most affective

program aspect only half as often as was prekindergarten cadoeroom climate;

it was mentionel for only slightly over one third of the kindergartens.

Category III, Teacher's Maturity, received three mentions.

Zxamination of those three observers' general evaluative ratings of class

sessions in the Observation Guide indicated that they judged those programs

as being very good. Responses in terms of teacher quality were interpreted

by observers to mean generally effective treatment of curriculum content

and process. One observer nude the following comment about a teacher:

"Teacher exemplified all that one could hope to find in a teacher of young

children."

Three observers responded that space or supplies were the moat

effective aspect of the program observed. In addition, there was one

mention, not reported in Table 63, of nothing being effective.

Table 64 euomarises the most effective aspects reported for pre-

kindergarten and kindergarten programs observed.
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Me._________AmectsoU...E___ostIneffectivheProarosObserved

Table 65 reports aspects of the prekindergarten program judged

most ineffective by the observers.

TABLE 65

MOST INEFFECTIVE ASPECTS OF PREKINDERGARTEN PROGRAMS OBSERVED

Main Areas and Sub Areas Ineffective Aspects Observed
Number Per Cent*

I. Classroom Climate
A. Lack of teacher-child interaction

TOTAL FOR CATEGORY"

2

2 12.5%

II. Curriculum Content and Process
A. Content Areas

1. General lack of challenge, stimulation
for intellectual level

2. Activities more appropriate for
kindergarten than prekindergarten 1

3. Poor self-image developed through
teacher's manner of questioning 1

B. Lack of broad scope of children's play 2

C. Process
1. Children's participation in planning

and routine's lacking 1
2. Lack of teacher intervention to help

children function better 1

TOTAL FOR CATEGORY ii

III. Utilization of Nonprofessional Staff

TOTAL

13 81.2

1 b.3

16 1004%

*Indicates per cent of total number of ineffective aspects reportedby observers in prekindergu'ten programs.
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Since activities ralated to Curriculum content and Process received

only about ten per cent of the mentions of effective aspects of the prekinder-

garten programs observed, it is not surprising that a high per cent, 81.2%,

of the responses to ineffective aspects of the program fall in this category.

With the exception of two responses relating to the scope of play experience,

observers spoke of general ineffectiveness of curriculum content or lack of

it, rather than naming any specific area. Utilization of nonprofessional

staff received only one mention, although five observers questioned the role

and use of assistants and aides, noting that they were limited almost

completely to cleaning up or other menial tasks. The following two quotes

up the nature of those responses:

Assistants and aides were mostly cleaning up and their con-
tacts with children were not meaningful or important.

Adults deprive children of taking responsibility for cleaning,
picking up, setting tables, etc. Opportunities missed constantly
for individual instruction, manipulation of materials, etc.

Four observers made additional comments related to staff utiliza-

tion. In those comments, observers raised the question of why adults did

not sit with children during snack and lunch, rather than standing around

watching them. It was added that many opportunities for language develop-

ment, as well as opportunities to ay:verse with a child at approximately

his own eye level, were not taken advantage of.

Table 66 reports observer responses to ineffective aspects of
the kindergarten programs observed.
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Tors. 66 (Continued)

Main Areas and Sub Areas Ineffective Aspects Observed
Per Cent*Number

IV. Space, Equipment and Supplies

A. Lack quality and quantity of materials 2

B. Poor use of materials and space 2

TOTAL FOR CATEGORY IV 4

TOTAL
39

.12:2

'Om%

*Indicates per cent of total number of ineffective aspects reported
by observers of kindergarten programs.

Classroom Climate was indicated as an ineffective aspect of

kindergartens observed in 25.6% of the rPsponses made by observers. For

prekindergarten, this category contained only 12.5% of the observer responses,

indicating that a slightly better climate prevailed in more prekindergarten

classrooms than kindergarten.

Within the largest category of ineffective kindergarten program

aspects, Curriculum Content and Process (53.8%), about half of the observers

referred to general lack of program depth, and half reported specific activi-

ties and processes.

Category III, Teacher, and Category IV, Space, Equipment and

Supplies, contain about the same per cent of ineffective mentions (10.3%)

as effective mentions (9.7%). Not represented in Table 66 were four mentions

of nothing being inerfective.

Table 67 summarizes observer responses of the most ineffective

aspects of prekindergarten and kindergarten programs observed.
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Most Needed Chalges for Effective Programs

TABLE 68

MOST NEE= CHANGES TO HAVE A MORE EFFECTIVE FREKINDERGARTEW PROGRAM

Main Areas and Sub Areas Recommended Changes
Number Per Cent*

I. Teacher and Staff
A. Knowledgeable and consistent supervision

far on-the-job training 2 16.6%

B. Involve teacher in gaining knowledge of
program content and language and cognitive 3 3. 4
level of four year olds 4 ICESS

C. Preparation of assistants and aides in
workshops 1 8.3

TOTAL FOR CATEGORY ]E 7 58.5

II. Content

A. Specific attention to language and concept
development 2 16,6

B. Increase variety of art experiences 1 8,3

TOTAL FOR CATEGORY II
3 24.9

III. Space, Egzipment and Supplies

A. Additional space, equipment and supplies 1 8.3

B. Rearrangement of the room 1

TOTAL FOR CATEGORY La 2 16.6

TOTAL 12 100.0%
IIMMON.1111.M.NII.M.0.0.&=4MINIIIM/PIOPm....ap .................1.1.11.E1111=1.111=11.1M...

*Indicates per cent of total number of changes recommended by
observers for prekindergarten programs.

More than half (58.5%) of the responses with respect to most needed

change for a more effective prekindergarten program fall in the f4.rst category,

Teacher and Staff. Within this category, more than half or the recommendations
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related to the teacher rather than to nonprofessional and supervisory staff.

All of the changes suggested pertain to teachers' learning what constitutes

an effective curriculum for four-year-old children. The three responses in

the second category, Content, are directly related to the teacher gaining

knowledge of curriculum content. Combining Categories I and II, 83.4 per cent

of the suggested changes pertain to teaching in rrlation to curriculum con-

tent, while only 16.6 per cent of the responses pertain to the space, equip-

ment and supplies (Category III).

Four observers gave additional comments relating to curriculum

content in the prekindergarten programs, indicating once more the need for

teachers' knowing more about the intellectual development of four -year -olds.

The following observer comment is representative of that group of comments:

"Impossible to distinguish anything about this prekindergarten that would

differ from a kindergarten program."

Observer recommendations for changta in the kindergarten programs

are similar to those made for the prekindergarten program. The data of

Table 69 correspond with the observation that there was little to differentiate

prekindergarten and kindergarten programs.
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TABLE 69

MOST NEEDED CHANUES TO HAVE A MORE EFFECTIVE KINDERGARTEN PROGRAM

Main Areas and Sub Areas Recce mended Changes
Number Per Cent*

I. Teacher and Staff
A. Modification of Specific Teacher Behaviors

1. Attention to children's responses;
recognition of individual needs 3 8.9%2. Classroom organization that supports
appropriate behavior 1 2.93. More teacher and teacher pupil planning 3 8.9Li. Greater use of incidental learning
opportunities

1 2.9

B. Teacher Replacement
1. Teacher who knows early childhood educa

tion--a new teacher 6 17.62. A new OTP 1 2.9
C. Teacher Education

1. Specific help to sharpen awareness
of five year olds; to develop a
challenging program with depth 6 17.6

TOTAL FOR CA'
21 61.7

II. Content

A. Strengthening of content in all areas 3 8.9

B. Enrichment of content
A. ,

8.9
TOTAL FOR CATEGORY II 6 17n

III. Space, Equipme:t and Supplies
A. Additional materials and equipment

B. Rearrangement of room

C. Better utilization of materials

TOTAL FOR CATIMORY

5 114.7

1 2.9

1 2.9

.,20.5
TOTAL

34 lam%

*Indicates per cent of total number of changes recommended byobservers for kindergarten programs.
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More than sixty per cent of the responses of most needed changes

in the kindergarten program, reported by the professional educators serving

as observers, relate to the teachers. Observer responses varied from teacher

replacement to modification of specific teacher behavior. There were six

specific recommendations for teacher education. Those recommendations imply

that with help and guidance for the teacher, currlculum content will improve.

Clearly, observers see as great a need for improvement in the

quality of teaching in the kindergartens as they did in the prekindergartens,

where 58.5% of the responses referred to the teacher. However, the recommenda.,

tions are more emphatic here since the extreme of teacher replacement was

suggested in one fifth of the responses.

0.16%
The second category, Content, includes only of the observers'

responses. Within this category there are two distinguishable types of

responses: A) Strengthening content in all areas, which refers to a

generally weak curriculum in programs judged as fair or poor in the overall

rating scale of the classroom observation in the Observer Guide, and

B) Enridtment of content, which refers to additions of depth and variety in

programs rated as very good or excellent.

The third category, Space, Equipment and Supplies, contains one

fifth of the total number of suggestions for change. This percentage (20.5%)

is slightly greater in the kindergarten data than in the prekindergarten

data (l4.0).

Since only one observer reported the need for additional space,

equipment and supplies in a prekindergarten program, it might be concluded

that almost all prekindergarten observed are adequately equipped. The

I
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frequency of mentions, however, may not adequately represent equipment needs

in either prekindergartens or kindergartens.

Some supervisors and principals cited the lack of running water

and toilets in prekindergarten rooms as a distinct need. Kindergarten ob-

servers, supervisors, and teachers reported lack of outdoor play space,

multiple use of rooms, lack of running water and toilet facilities, and

lack of materials in their responses. In several instances, materials for

the kindergartens came in large part from already existing kindergartens.

It may be that space, equipment and supplies were clear4 secondary

to observers when compared to the need for quality teaching. Data reported

in Table 72 (page 88) show that supervisors and principals reported equip-

ment, supplies and space more frequently than quality of teaching as diffi-

culties preventing them from having the moat desired program. That the

professional educators serving as observers exhibited more concern about

the teacher and the quality of teaching is evidenced by the fact that only

one administrator cited the replacement of a teacher, while six recommenda-

tions for teacher replacement in the kindergarten program were made by the

observers.

programs.

Table 70 summarises observer recommendations for changes in-We

e
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Over sixty per cent of the recommended changes for combined pre-

kindergarten and kindergarten programs made by the observers were related

to teachers and staff. Principals and supervisors responding to the question.

naire did not evidence the same opinions.

TABLE 71

PRINCIPAL AND SUPERVISOR OPINIONS ABOUT FACTORS CONTRIBUTING
TO THE SUCCESS OF THE PREKINDERGARTEN AND KINDERGARTEN PROGRAMS

Plant,Supplies
and

Respondent Staff Equipment
P* K* P K

Reference
to

Parents
F

Supervisor 6 7

Principal 7

Total 13 12

1 7

1 3

2 10

Administrative
and

Program
Structure Other
P K P K

3 1

2 a.

5 2

*Refers to prekindergarten programs
**Refers to kindergarten programs

8 3

6 a

14 6

0 0

0 1

0 1

Table 71 ccntains the number of mentions in each category by super-

visors and principals. In the first category, Staff, the mentions referred

specifically to positive classroom teacher qualities-- interested, dedicated,

anxious to improve, experienced, competent, conscientious, outstanding,

axcellent, hard-working, understanding, and cooperative.

Both mentions by prekindergarten respondents in the second category,

Plant, Material.; and Equipment, referred to quantity of material and speed

in getting material to the school by the Board of Education.

In the third category, Parents, responses included parent wopera-

tion, acceptance of the program, and the establishment of good relations iLth
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Spanish-speaking parents.

In the fourth category, Administrative and Program Structure, pre-

kindergarten principals' responses pertained to the orderly development of

staff functions, careful assignment of staff, assistance of an early child-

hood education supervisor, and the Prekindergarten Curriculum Guide and

other bulletins from the Board of Education. The responses of kindergarten

administrators were somewhat different. They reported cooperative planning

by kindergarten stef, structure given to areas covered, the principal's

assistance, a well integrated school and personnel, additional funds for

trips, and additional personnel as factors contributifig to the success of

their programs. The one mention in the category, Other, was ". . the

acceptance of the philosophy that these children need help at an early age."

The fact that not one administrator mentioned the addition of non-

professional staff as contributing to the success of the program again

suggests that school personnel have not learned how to best utilize non-

professional staff. However, there were eight mentions by kindergarten

supervisors and principals, reported in Table 72, of Sack of nonprofessional

help preventing them from developing the most effective program possible.
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Staff nr
Respondent Class-F4

P*

Supervisor 3

Principal 7

10Total

BEST CCP1 tAb".:;;IILLE

TABLE 7

"IrCRKENT OF 140ST EFFECTIVE PREKINDERGARTEN
v"CLERGARTEN POSSIBLE

Giant, Supplies
Lquipmert and

Funds
P K1 ..=0...0.6

. -

Administrative
and

Program
Structure
P K

Students
P

5 9

5 8

10 1/

3 3 0 0

1 1

6 6 1 1

*Refers to prnkt r,,,:er:11-t,in programs
**Refers to kieo,lr,ertglr programs

Responses r rr, ,rinsg4izes shown in the first

category above, refl.-

by prekindergarten ;

visory help for tee

personnel in charz.

quality of personnel

supervisory help, ant:

referred to either -~

When refer-: ", el. supplies, equipment and funds, Category II,

both prekindergarten ,!. .-tarten administrators reported lack of space,

lifferen,:el. Six of the ten mentions made

nepervi. referred to lack of super-

ral staff, two referred to untrained

..ch per:r.d, and one referred to the poor

3.ii.i-etrators twice referred to lack of

tA,-,rher turnoeer. The remaining eight mentions

eesietants, or to large class size.

need :'or more outdoor :1r equipment, a more immediate system'of

getting supplies, the r.-d -r tile floors, lack of water and toilet facili-

ties in the clasaroc:.. need for Additional funds for trips, library

books, and petty cash. .me .-91.endent thought the school to be too large,
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and another felt that the general conditions in the building and classrooms

were poor.

Responses found in Category III indicate that administrative and

program structure presented problems for both prekindergarten and kinder-

garten administrators. Lack of time between receipt of notices and implementa-

tion of programs, insufficient orientation of principals, lack of time for

teachers' meetings and community activities and for cooperation and sharing

with other classes in the city and the district were characteristic responses.

One kindergarten principal mentioned problems resulting from reorganization

when 22$ children were sent in from a neighboring district.

The final category, Students, contains mentions by a prekinder-

garten supervisor reporting they could not accommodate all of the four-year-

olds, and a kindergarten supervisor referring to the high mobility rate

(turnover) of students. This problem was reflected in kindergarten teachers'

reports of the great number of Children who left the program.

Principals were asked if they were in favor of the program being

continued, discontinued, or modified. Five of the six prekindergarten

principals reporting checked "continued" as their response. One of those

five added, ". . with additional space and supervisory personnel, and ex.

panded." The response of the sixth prekindergarten principal shows the

advantage qualitative data has over quantitative data in the potential

richness of response. He checked modified, listing the following modifica-

tions:

1) Sufficient time and orientation should be provided before an
innovation is introduced.

2) At least an administrative assistant should be provided for
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supervising the extra personnel assigned to the bcpanded Pre-kindergarten Program.

3) When the program is definitely established, it should beginin September at the same time as the rest of the school, nota month later in October.

14) Teachers should be requires to make more structured plans--not leave so much to chance occurrences.

Responding to the question of whether the expanded kindergarten
program should be continued, discontinued or modified, eight of the nine
kindergarten principals responding were in favor of the program being con-
tinued. They made no additional comments, nor did they suggest modifica-
tions. One kindergarten principal did not check any of the three responses
adding, instead, the following note: "I do not know, since I did not know
we had the program and do not know in what respect it is supposed to differ
from a regular kindergarten program."

In the opinion of the writers, this statement bears further
investigation. Bloom, Davis and Hess (1965: p. 17) state clearly and
emphatically that school programs for very young children in disadvantaged
areas should far exceed traditional kindergartens in scope of content and
overall enrichment.

While it is probable that "regular" kindergartens in special
service schools in New York City are not approaching the quality of the
program described by Bloom, one of the problems of the present evaluation
is to determine the extent to which expanded kindergartens are successful
in meeting the special educational needs of young children in disadvantaged
areas. According to observer judgments made in the General Rating Scales,
only fair programs exist for both preldnd,ergartens and kindergartens. Mose
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ratings strongly suggest that, at present, New York City expanded pre-

kindergarten and kindergarten programs are not approaching the exceptional

quality described by Bloom as the kind needed for young children in dis-

advantaged areas. It is possible, too, that the observers, most of whom

are experts in early childhood education, were using as a basis for judg-

ment traditional school programs of high quality and not the highly en-

riched program described by Bloom.

The General Ratin ScOld the Rati of the
era bserva on

The General Rating scales were used to elicit evaluations of four

conceptually distinct but functionally interrelated elements of early child-

hood education from the professional educators who served as observers.

The General Rating of Play EXperiences was intended to assess the

primary means through which young children are taught. The General Ratings

of Language in the Classroom and of Content of Instruction ware intended to
and

assess the quality of verbal concept learningythe extension and development

of language and concept learning through firsthand experience in science,

mathematics, art and music. The General Classroom Rating of Management was

intended to assess the pedagogical skill of teachers.

Finally, a General Rating at the Overall Observation was included

to permit the investigators, by inspecting correlations between other

observer guide scales and this overall rating, to estimate the relation of

various teacher and pupils behaviors to observers' evaluations.

The General Evaluative Scales

?Iv experience in early childhood education is one of the major

media of instruction. In this respect different kinds of play experimmoos
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in prekindergarten and kindergarten are equivalent to varied learning situa-
tions in college--lectures, seminars, field tripe, and sessions in the

laboratory, for example.

enianilent

TABLE 73

GENERAL RATING OF PLAY EXPERIENCE

4 3 2
r poor

1

acpanded
Preld.nder erten

Impended
Kinder erten

Combined
Sam les

N Classes 10 20 30
Mean 3.5 3.2 3.3
SD

.50 1.114 1.00
-?-401Range

1.5

This scale correlates .822 with the frequency with which teachers'
and other adults' responses and gestures indicate that they are listening to
and understanding children's comounications, .822 with the overall evalua-

tive rating of classroom management, .814 with the evaluative rating of
content of instruction, .716 with extensive teacher contacts, -.695 with

restrictive teacher contacts, .687 with the frequency with which children

are given responsibilities for zoutine activities, .673 with the evaluation
rating of the quality of instruction in literature, and .657 with the

frequency with which teachers and other adults use incidental experiences
to foster sharing.
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TABLE 74

GENERAL RATING OF LANGUAGE IN THE CLASSROOM

5 14 3 2exce e n t goo fa poor

BEST CCP?

1
very poor

This scale correlates .761 with the general evaluative rating of

play experience, .742 with the frequency with which teachers and other adults

listen to and understand childre's communications, .727 with the general

evaluative rating of classroom management, .727 with the general evaluative

rating of the quality of content instruction, -.669 with restrictive teacher

contacts, .60 with extensive teacher contacts/ .679 with the frequency with
which children are given responsibility for routine classroom activities, and
.626 with the frequency with which children engage in satisfying activities.
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TABLE 75

GENERAL RATING OF INSTRUCTION IN CONTENT AREAS

an

Prekinderlarten
ands

Kindergarten

N Classes 10 20

Mean 2.5 2.7

SD 1.07 1.05

Range 24 1-5

Samples

30

2.66

.97

1.5

This is the lowest -rated scale of the four general ratings. The

following correlations with conceptually related items indicate the importance

of instruction in content areas within the educational program.

This scale correlates .814 with the general evaluative rating of

play experiences, .743 with the frequency with which teachers and other adults

listen to and understand children's communications, .780 with the general

evaluative rating of classroom managemant, .652 with extensive teacher ma-

tacts, -.610 with restrictive teacher contacts,663 with the evaluative

rating of the use of literature, and .625 with the overall evaluative rating

of the class sessions observed.
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TABLE 76

GENERAL RATING OF CLASSROOM MANAGEMENT

poor fair good excellent

cop, pt,.

Prekindergarten Kindergarten Samples.
N Classes 10 20 30

Mean 3.40 3.30 3.20
SD .91 1.18 1.13
Range 2-5 1-5

The correlates of this scale are not housekeeping items, but

teacher behaviors that enhance the conditions of learning. This scale
correlates .822 with the general evaluation of the quality of play experi-
ences, .780 with the general evaluation of the quality of instructional
content, .727 with the cgality of the use of language in the classroom,

.689 with the frequency with which children are engaged in satisfying
activities, .685 with tho frequency vd.th which children appear free from
strain, .669 with the evaluation of the use of literature in the classroom,
.641 with extensive teacher contacts, and -.639 with restrictive teacher
contacts.
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GENERAL RATING OF OVERALL OBSERVATION

1 2 3 4
very poor poor g o

BEST copy tigtp,.t "

excel ent

an e =aed LibinedPrekitsn inderparten Samples

N Classes 10 20 30

Mean 3.3 3.0 3.23

SD .64 1.22 1.05

Range 2-4 106 1.5

The general rating of the overall observation shows that the

observers judged the prekindergarten and kindergarten classes to be essen-

tially equivalent in terms of the evaluative scale. Although there is

greater variability of rating in the kindergarten classes included in the

sample, the mean value of each represents a rating of "fair." This scale

correlates .754 with teacher flexibility, .689 with the evaluative rating

of art in the classroom, .684 with the general evaluation of classroom

management, .641 with the frequency with which children are engaged in

satisfying activities, 633 with the frequency with which children are free

from strain; smile, laugh, and chatter, and .625 with the general evaluation

of the quality of content instruction.

These correlations are interpreted by the writers to mean that,

in the judgment of the observers, high quality compensatory education for

young children is related to teacher behaVior; specifically, to spontaneous

flexibility in organizing activities of children and to children's behavior
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that indicates enjoyment of learning. A teacher knowledgeable in the in-

tellectual, affective and physical development of young children will per-

ceive more opportunities for learning and be better prepared to utilize

those opportunities to their maximum.

Assessment of Adequacy

Under the best of circumstances it is difficult to assess the

effect of an educational progra2. Even careful4 controlled experiments

have had their main effects contaminated by unknown or unexpected sources

of variance. In principle, an ex-post facto investigation is inappropriate

as a means of determining cause and effect relationships. In attempting to

evaluate the accomplishments of the expanded prekindergarten and kinder-

garten program the writers were hampered by lack of time, a small sample,

no external criteria upon which sound judgment could be based, the absence

of a comparison group, and the inability to collect data on children for

whom these programs were made. These difficulties are compounded when one

attempts to assess individual aspecte of the programs which are functionally

related and which act upon one another; as, for example, the form of in-

struction, its content, and the act of teaching.

Although these difficulties could not be overcome, it was possible

to devise a means of using the observational data and the raters' pro-

fessional judgments in a manner that reduced the probadlity of errors in

interpretation and was meaningful in terms of the basic aims of the programs.

The rationale for our procedures is based on Bloom, Davis and Hess's: 2

idea that programs for compensatory education at the early childhood level

should ". . . provide culturally deprived children with the conditions for
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their intellectual development and the learning-te-Learn stimulation which

is found in the most favorable home environments." (1965, p. 17) We have

interpreted this to mean that an adequate level of :ducational excellence,

in areas where disadvantaged children most require special help, must be

at least equivalent to the conditions that exist in the most favorable home

environments.

Criterion variables were selected fro- Observation Guide if

they reflected teacher or pupil behaviors held to be educationally and

psychologically meaningful with respect to the aims of the programs. An

item thus selected must have correlated .60 or above with one or more of

the general rating scales. This was an attempt to identify instances in

which professional educators' observations and judgments were congruent

with conceptually meaningful behaviors. This procedure yielded elevel items

related to three objectives of the prekindergarten and kindergarten programa.

The second highest scale value, four, seemed to the writers

appropriate to use as the basis for judging the mean of a relevant variable

adequate or inadequate. While a rating of four is substantially above a

rating of mediocre, it is not so high as to be practically unattainable.

Program adequacy, with respect to a given variable, was operationally defined

as a scale mean, based on the combined samples, not significantly lower than

a hypothetical population mean of four, at the one per cent level of

confidence.

The mean of the combined samples was then subjected to statistical

test to determine the frequency with which it might have been a chance

deviation from a hypothetical population mean of four, the scale value set

as the lower bounds of an adequate rating. If an obtained mean could have
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been a chance deviation from a hypothetical population mean of four fewer than

once out of one hundred time, it was considered unlikely that the true mean

of the population equaled or exceeded four, the minimum value form adequate

rating.

The four items from the Observer Guide Which follow were identified

as criterion variables for evaluating the language- development aspects of the

prekindergarten and kindergarten programs

Critical a 2.58. Consequently, an obtained z value oval to or

greater than critical a represents a significant deviation from a hypothetical

population mean of four. An asterisk following an item indicates that its

z value exceeds critical a, and that it therefore must be considered an in-

adequate aspect of the program.

.916
1. Child-child communication is active, vital and flowing. as

2. Child-teacher (.adult) communication is free and open, without
apparent hesitation and restriction. z 1.2/

3. Teachers' (other adults') responses and gestures indicate thatthey are listening to child and understand what he is saying.z 2.18

4. Teachers (other adults) use incidental and planned experiencesto develop observation and related verbalization. z is 6.69*

The program was found to be adequate with respect to the first

three items above, but inadequate with reupect to the last. Inspection of

the first two items reveals that they require little pedagogical skill.

The third item involves behavior that requires the teacher's attention and

concern. It number tour is primarily a function of the teacher's knaeledge

and skillet.

The following three items were identified as criteria for evaluating

the concept- development aspects of the prekindergarten and kindergarten
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programs.

1. Teachers (other adults) guide children in finding satisfaction
and pleasure in =Sic* s us 2.94*

2. Use of literature in a way that creates enthusiaan and enjoyment
of literature (picture storybooks, story-telling, poetry,
tingerplay). z 4.65*

3. Teachers (other adults) ask questions that stimulate andfoster comprehension; children respond. z = 6.31*

The programs were found to be inadequate with respect to all

three of the items above. Each of the items involves behavior that

requires teachers to exercise pedagogical skills. The first two items

refer to teacher skills in specific areas of instructional content.

The third is less specific. A large part of the instructional program

in classrooms is dependent upon the teacher's skill in using questions.

This item reflects successful questioning that fosters lestrniag and

provides an opportunity to reinforce students' responses.

The following four items were identified as criteria for evaluating

the psychological climate of the classroom with respect to opportunities to

receive approval, obtain equal satisfaction, and provide conditions consonant

with sound social-emotional adjustment.

h gif
1. Children are free from strain; smile or laugh, and chatter. s

.1422. Children are actively engaged in some satisfying activity. z 0
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3. Children participate in planning play experiences with theopportunity for self-selection of activities. z = 3.37*

Z. Extensive teacher contacts 6mmartiACIly integrative)

(Giving information; giving help and approval without inter-fering; asking leading questions, making suggestions; struc-turing situations with empathy and imagination; behaving infriendly manner). z 2.793*

The program was found to be adequate with respect to items one and
two and inadequate with respect to items three and four. As has been tha

pattern in the previous criterion items, those found adequate are, to a large
extent, independent of teacher competency. The behaviors found to be adequate
in the first tow) items can occur in the absence of the teacher.

Pedagogical skills are implied in the behaviors referred to in
item three; specifically, the skillful management of play activities to
foster appropriate, rewarding social interactions withoit foreclosing
opportunities for individual choice. The fourth item refers to teacher be-
havior that requires a good deal of skill, in addition to exemplifying
several of the basic aims of the programs in behavioral terms.
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CONCLUSIONS, RE ^Q1 AND SUGGESTIONS FOR
FURTHER RESEARCH

Based upon the data presented in the preceding chapters, the

writers conclude that the Expanded Prekindergarten and Expanded Kindergarten

programs have major shortcomings 4th respect to (a) teacher-influenced

opportunities to develop and extend language abilities (listening-speaking
skills), (b) opportunities for intellectual growth by mean of firsthand

experiences and (a) teacher- influenced attitudes toward school and learning.

This is not to say that programs and staff are grossly inadequate,

or that the schools' efforts have resulted in a clear failure. The data of

this investigation do not support such a conclusion. The children in class-

rooms sampled, were usually happy, often engaged in satisfying activities,

and freely interacted with each other as well as with their teachers. For
the most part, children seem to be enjoying their experiences in school.

The judgment of "adequate" or "inadequate" made for criterion

variables is made in operational terms. It is relative to the demands of

compensatory education and valid in that context only. Both programs provide

opportunities for intellectual and experiential stimulation, but there is
little assurance that such opportunities are being used to best advantage.

In the opinion of the writers, the generally mediocre level cf

pedagogical skills common to the samples of teachers observed presents a

problem of considerable social and educational importance. Education is a

primary agency of social and economic change. Should the programs continue

at their present level of functioning, they will not compensate for the

effects of economic and social inequity and this means of advancement will

be denied those who need it most.

The present writers do not imply that the current programs Should

be discontinued. Rather, they represent only a start. The next step is
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the improvement of currioula and of the quality of instruction through

carefully structured inservice training.

Recommendations for In- Service Training

Observers were consistent with their emphatic recommendations for

special training for teachers in order to bring about changes in the instruc-

tional programs of the prekindergarten and kindergarten. Even when observers

rated class sessions very good or excellent, they sometimes made the recom-

mendation that teachers would benefit from Parther training to learn about

enriching curriculum content. Over sixty per cent of the observer ream
mendations related to further specific teacher training) and almost twenty

per cent related to needed changes in curriculum content and process.

Traditional procedures will not serve the in-service training

needs for teachers of young children in disadvantaged areas. The present

supervision carried on by in-school personnel is far different from the

in-service education program recommended. An in-service training program

must be presented as an integral part of the expanded prekindergarten and

kindergarten programs.

It is imperative that the nonprofessional staff be included in

such training along with the teachers. The potential usefulness of non-

professional staff has barely been tapped. Ree arts of school administrators
and teachers indicate confusion as to the roles of nonprofessional staff.
It is possible that clarification of roles and specific training in carrying

out designated responsibilities could be an important aspect of a program

of in-service training.
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Recommendations for Further Research

In the opinion of the writers, ex post facto evaluation of educa-

tional programs is an inappropriate means of assessing effects or deter-

mining educational value. The complex and interactive nature of salient

variables in education requiria
large-scale experimental investigation

and longitudinal study. Such an investigation should base its conclusions

on data collected from interviews with parelts,1 students, school arinints-

trators, health personnel2 and teachers. Classroom observations should be

made in conjunction with psychological, aptitude and ability tests for all

staff and students. Observational data on aspects of the environment known

to be relevant to learning and achievement should be included.

A randomized school and class design with appropriate control groups
of middle-class, nonprogram disadvantaged and other-program children of

sufficient size to allow appropriate data analysis after a sixty per cent

sample shrinkage over a five-year period should be adequate for such an

undertaking. Of particular importance would be the construction of a class-

room observation guide designed to accommodate factorial hypotheses con-

cerning teacher and pupil behaviors that parallel children's conceptual

development as measured by currently available factorial tests. Meaningful

conclusions may be drawn only when experimental conditions are manipulated

and the relative effects of the major variables assessed over time,

3See Appendix VI.

2
See Appendix VII.
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Reliability of Raters

Table 78 below is an incomplete estimate of the reliability of ob-

servers' ratings using Ebel's (1951) method. The five general evaluative

scales, General Rating of Play Experience, General Rating of Language in the

Glassman, General Rating of Instructional Content, General Rating of Class-

room Management, and the Rating of the Overall Observation were summed. The

mean of those combined scales was determinwl ared its reliability, including

between rater variance as part of the error term, is reported for each of

the three separate analyses. The ratings were carried out by one rater at

a time, from one to seven days 'part.

TABLE 78

THE RELIABILITY OF THE MEAN OF FIVE EVALUATIVE RATINGS ASSIGNED
FIVE TEACHERS BY FIVE OBSERVERS IN THREE SEPARATE ANALYSES

Observer N 3 (AAA) 2 (A,E) 3 (B,C0D)

Teachers N 2 1 2

Reliability of
Averaged Ratings .79 .82 .97

The small number of teachers observed reader the above data no

better than a chance guess. Further, the observational data were reported

for individual scales rather than combined scales. Nevertheless, the writers

wished to offer at least an indicant of rater reliabilitv.
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APPENDIX

Summary of Parent Involvement

A major objective stated in the proposal for the prekindergarten

project is that programs should result in the increased interest of parents

in their children's school progress and parental confidence in their chilft-

draft's ability to succeed.

Data related to parent attitude and involvement was gathered from

supervisors and teachers. The range of activities involving parent participa-

tion included routines such as their required presence at physical examina-

tions and scheduled parent conferences, and invitations to visit school, to

go on trips with the class, and to attend parent workshops. Information

related to frequency of specific activities was not reported consistently

enough to make possible an accarate estimate of the scope of parent-school

relationships. While teachers reported the number of parents who came to

parent conferences as compared to those who did not, the number of parent

conferences held during the year was not reported.

The data did indicate great variation, from class to class, of

parent response to required activities. This suggests that some schools were

doing a far better job than others of getting parents interested and involved.

Often, where teachers reported parents accepting responsibility for attending

school-required activi.;.es, they also reported interesting parent workshop

activities. Such reports were made in response to a question asking if

teachers noted any change in parents' interests or expectations for their

child after parents had become involved in activities in the school. The

responses of many of the teachers to that question does support the idea

that involving parents in school-initiated activities can bring about change
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in bothboth parents' attitude toward school and in child-rearing practices.

When teachers reported activities such as workshops where parents

themselves experienced a day in a prekindergarten class, they often followed

the activity description with examples of changes in parent expectations for

their child in school and at home. For example, it was reported that several

parents stopped expecting their prekindergarten children to be able to write

their name and to say the ABC's after they had experienced a typical day in

school. A foster parent stopped beating a four-year-ad for not being able

to tie his shoes when she learned that other children couldn't either.

When teachers reported continued disinterest on the part of parents,

they often did not include any description of activities with parents, and

parent attendance at required activities tended to be lower for those classes.

Invitations to accompany a class on trips provide another opportunity for

parent involvement. Three prekindergarten teachers reported that they did

not need parent help on trips because of the number of nonprofessional staff

serving the class. These reponses indicated that some teachers have viewed

parent participation on trips only in terms of their own needs rather than as

an opportunity to foster home-school relations. Sixteen of the twenty

kindergarten teachers reported that a few parents joined the class for trips.

However, many kindergarten teachers reported only neighborhood trips or one

or two trips by bus.

In the opinion of the writers, information about parents' attitudes

should be gathered from parents themselves. Data reported in the present

evaluation, limited main3y to parent activities reported by teachers, does

not permit a statement on parent attitude. However, the data reported.da

indicate great variability in the scope of activities involving parents and
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parent participation. This suggests that greater effort needs to be made

by some schools to structure a program, that would help parents become better

informed about the educational goals of the school and, also, help them

learn more about child development and good health practices.

In planning work with parents, schools would benefit from a

careful investigation of the attitudes parents hold toward school and child-

rearing. Subsequent studies of prekindergarten and kindergarten programs

should include parent interviews, which would yield such information.
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APPENDIX III

Summary of Health Problems and Attendance

Health and nutrition needs of children have become increasingly a

function of the schools, especially in disadvantaged areas where those needs

cannot be met by the home. On the subject of nutrition, Bloom states:

Each child should be assured of an adequate breakfast to help
him begin the learning tasks of the day. Each child should
also be assured of a mid-day meal. If these meals cannot be
provided by the home, they should be provided by the school of
the community in such a way that no child feels a sense of
shame or special distinction. (Bloom, Davis and Hess, 1965,
p. 10)

No investigation was made of the schools' pm ision to meet

nutritional needs of children in the sample. When reporting time spent in

whole group activities, observers recorded snack time for both prekinder-

gertens and kindergartens, and lunch for all prekindergartens. No mention

was made of breakfast. Special funds for food were included in the proposal

for the prekindergarten program, but not for the kindergarten program.

Supervisors and principals referred to tasks related to additional food

funds for prekindergartens.

Commenting further on the school's responsibility for children's

health needs, Bloom states:

Each child should be given appropriate and frequent physical
examinations by nurses, doctors, and dentists to determine
special needs with respect to fatigue, disease, and dental,
visual, and hearing problems. (Bloom, Davis and Hets 1965,
pp. 11, 12)

A major objective stated in the proposal for the kindergarten

program is that the program should provide for identifying, and in some

cases treating, the urgent needs of disadvantaged children.

Several questions pertaining to health were asked on the teacher

questionnaires. Teachers in both programs reported that there were health
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records for all children enrolled and that those records were kept by the

school nurse or doctor. Teachers responding often reported incomplete health

records, adding that forms requesting information from parents for the child's

health record, such as dates of preschool vaccinations, were not returned by

some parents. A few teachers mentioned problems in obtaining health records

from hospitals or medical centers.

Many teachers reported failure of some parents to appear for their

child's scheduled physical examinations. Since the Board of Education re-

quires parents to be present for physical examinations, doctors usually do

not proceed without them. One teacher did report that all of her children

had had a physical examination because the doctor had administered the exam

whether parents came or not.

Teachers were asked how many parents of children in their groups

came for health examinations. Prekindergarten teachers, responding for

fourteen classes with registers of approximately fifteen children each indi-

cated a higher attendance rate than did kindergarten teachers. For eleven

prekindergarten classes, more than two thirds, or from ten to fifteen, of

the parents responded. Three classes had responses of less than two thirds

of the parents. Only fourteen of the twenty kindergarten teachers responded

to this question. Six reported they did not know because records were kept

by the nurse. Out of the twen4w-eight kindergarten classes reported, each

with registers of approximately twenty-five children, in sixteen classes

more than twenty parents were present, three had from fifteen to twenty,
four had from ten to fifteen, and five had under ten.

Further evidence that prekindergartens bad more complete health

records came from teachers' responses to a question asking if they had had
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problems obtaining health records. Only one of the six prekindergarten

teachers responding reported a problem, and that was related to dental

notices. Six of the sixteen kindergarten teachers responding reported prob-

lems, and twelve reported no problems.

Other indications of the school's concern for children's health

came from teacher and supervisor reports of work with parents. A few super-

visors mentioned health as the topic of parent workshops. Both prekinder-

garten and kindergarten teachers mentioned discussion of children's health

problems in parent conferences. In many of the cases reported, parents did

follow up on suggestions made; in some, such as care of baby teeth, nothing

was done.

The major problem relating to the present health program in the

schools in this sample appeared to be the failure of response by the parents

to appear for required examinations and, to some extent, to follow up on

suggestions made to improve good health practices. The somewhat greater

response by parents of prekindergarten children may possibly be attributed

to greater awareness and interest on the part of parents because of the work

of family workers and assistant family workers. However, this investigation

did not yield information concerning the utilization of nonprofessional

staff in relation to improvement of health practices.

The average daily attendance for prekindergartens (with registers

from thirteen to sixteen) was 11.78, and for kindergartens (with registers

from thirteen to forty) it was 19.35. The attendance for both programs on

the day of observation was almost the same. This evidence indicates that

attendance in both programs was fairly good, considering that a lower

attendance rate is usually anticipated in disadvantaged areas where more

health and family problems occur that prevent school attendance.
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TITLE I EXPANDED KINDERGARTEN

AND PREKINDERGARTEN PRCGRAM

Observation Instouctioos

1. If you have not been notified regarding names of echool personnel involved
in the Title I rrograms prior to your observatJon, call the person making
the initial con41act. While unannounced observation is most desirable, you
may find it expedient to notify the school in advance. In this way, if a
trip is planned on the day you plan to visit, you will have time to
reschedule yotr visit. You may wish to ask the school to call you if the
classroom teacher is absent on the day you have scheduled a visit. The
decision as to procedure on this matter rests with you. The concern is
that ou complete the number of observations to which you are committed ine e =ted two week er od. June th June th

2. Observations by two different observers will be made in eight classes.
In these eight classes, observations may coinci.le in time, and they may note
Observations at different times are preferred. Rwever, if it happens that
two observers are there at the same time, please do not discuss your
ratings, general evaluations or comments.

3. On the day that you observe, pick up the questionnaires from the principal,
supervisor, and teacher(s). Also, pick up the teacher's time record,
original and one carbon. It is sllegested that you arrive in a school
early to check on the completion of the questionnaires. If they are ready,
check to see that there is e response to every item. If not, repeat the
question to the respondent in an effort to get a response. If total
questionnaires have not been completed, a reminder upon arrival, at the
school should give them time to complete the questionnaire before you leave
the school. Try to avoid having respondents mailing questionnaires.
However, if you cannot get the questionnaire from an individual, leave a
stamped and addressed envelope for mailing. Mail expanded prekindergarten
questionnaires to: Dr. Mary Wilsberg, 90 LaSalle Street, Apt. 19-4a,
New York, N.Y. 10027. Mail expanded kindergarten questionnaires to:Dr. L. V. Castiglione, 112-20 72nd Drive, Forest Hills, New York 11375.

Upon comple tion of all assigned prekindergarten tasks, please call
Mary Wilsberg, UN 47514. Upon completion of all assigned kindergartentasks, call Larry Castiglione, HI 5-7500, ext.-3F7, OR 261-6238.
Mail completed observation guides and questionnaires as you finish each
observation.

5* Keep track of your own time and transportation expenses.
Time record sheets should be submitted every two weeks.

6. In case an emergency should occur, call either of the above.
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Introduction to the Observation Guide

B.

Always try to maintain objectivity in rating. For example, if you are rating in
an afternoon sfssion after a morning observation, the previous teacherts
behavior should not be used as a basis for comparison. Rate each scale
independently of others. A teacher may have a high rating on one scale and a
low rating on another.

Tentative evaluations may be made during the course or the observation period.
However, at the close of the observation, be sure and mark clearly your rating,
completing every item. If the item described is not observed, explain why, but
do not leave blank. Should a rater not be able to rate one or more of the
scales, the reasons must be clearly specified. However, we do not anticipate
this occurring. Space is left after each item to explain briefly the basis for
your response. For example: "Teacher changed activities because of time
schedule, ignoring high degree of interest and involvement in activity." This
needs only to be a few phrases.

one section asks for approximate length of time of specific total ,rain
activities. Time can be noted at the onset of the activity an at t e and,
and then the total time calculated. Do not include transitional time periods,
such as clean- -up.

Complete eve item before oing on to the next observation. It is imperative
that you do this, so that abjectly ty ]. e maintained, and confusion in
recalling will be avoided.
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EXPANDED PREKINDERGARTENAND KINDERGARTEN

School P.S.

Address

Prekindergarten
(check one)

CLASSROOM OBSERVATION GUIDE

Number of Children Present

Teacher

Boro

Kindergarten

ROININIONOWIll*mOMPOMI
Absent

Number of Adults Present Absent
(list according to role)

Date

Observer

Duration of Observation

AM

PM

C.
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I. NATURE OF PLAY EXPERIENCE ANM ACTIVITIES

1. Children participate in planning play experiences with the opportunity forself- selection of activities.

1 2
14 5never seldom occasion usua very

ally frequently

Basis for response:

2. Children are free from strain; snile or laugh, and chatter.

5 14 2 1
very usually occasion seldom never

frequently ally

Basis for response:

3. Children are actively engaged in some satisfying activity.

4 3
very usua ly occas on

frequently ally

Basis for response:

2

se dom
1

never

4. Play mrterials in use are suitable to age level of the children.

1 2 3 4
none few some most

Basis for response:

(ocntinued)
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5. Play materials are easily accessible and in good condition for uGe.

Basis for response:

2
most some few none

2.

6. Use of play space available.

1
very
poor

Basis for response:

2 3 4
poor good excellent

7. Child-child groupings in indoor play activity tend to be

1 2
indi- ,dual pairs groups groups groups

of 3 of 4 or 5 of cver 5

Basis for response:

8. Equipment in use during observation (chock one space for each item):

Not ln Not
Observed Use In Use

alealreal 41=111100

ima.rmasea.

fte a) equipment to stimulate large muscle activity, such as
climbing, lifting, pulling, pushing

b) equipment to promote cooperative play
stawlOmmeor, 0111.11.111

=e 0111

M.11010 I.N.M110

S..1.

4011

equipment to promote dramatic play
d) equipment to stimulate expression of ideas and feelingothrough a variety of activities with blocks, music, clay,and paint
e) equipment to encourage quiet activities with pictures,

books, and flannel board
f) equipment to encourage manipulative skills with puzzles,

nesting blocks, graduated cones and cylinders
g) equipment provided to encourage ',looking -glass selfn

(Negro dolls, books with Negro, Puerto Rican, etc. character,

(Comment on next page)
(continued)
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8. (Continued)

Comment:

9. Range of content of play activity (check those observed)

1 domestic
2 construction
3 toys (trains, boats, cars, traffic signals, etc.)
4 dramatic (puppets, pantomimes, costume play, etc.)
5 puzzlcs, pegboards, other manipulative materials
6 sandtable and water play
7 rhythms (rocking horse, rhythm instruments, etc.)
8 art (clay, dough, crayons, naints, collage materials)
9 dictated writing

10 library (books, recorded stories, story filmstrips)
11 outside play
12 other (specify)

Comments:

10. Range of content of total group activities (record approximate time spent)

1 planning for day's or future (trip) activities, and for
classroom living

2 discussion (sharing news, ideas, objects)
3 planned demonstration-discussion-participation

(messing about - science, plants, floating objects;
social studies, etc.)

4 musio and rhythms
5 story
6 rest- .ft
7 snack
8 lunch
9 arrival and departure routines

10 other (specify)

(Comments on next page)

(continued)



10. (Continued)

Comments:

U. RATING OF PLAY EXPERIENCE

Basis for response:

BEST COPY AVIII11112'

(continued)

14.
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II. LANGUAGE IN THE CLASSROOM

12. Teachers (other adults) ask questions that stimulate and foster
comprehension; children respond.

1 2 3 4 5never seldom occasion- usually very
ally frequently

Basis for response:

5/b

13. Teachers' (other adults') responses and gestures indicate that they are
listening to child and understand what he is saying.

1 2 3 4 5
never seldom occasion- usual y very

ally frequently

Basis for response:

14. Teachers (other adults) give specific attention to language development of
non-English speaking children (identifying by nave some things with which
they are playing, encouraging child to provide name in native tongue,
supplying words to describe sensory experiences, etc.)

1
never

2
se dom

Basis for response:

3 4 5
occasion- usual very

ally frequently

(continued)
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18. Child-teacher ( -adult) communication is free and open, without apparent
hesitation and restriction.

1 2
never seldom occasion- usual very

ally frequently

Basis for response:

19. Child-child communication is active, vital and flowing.

1 2 3 24 5
never seldom occasion- usual y very

ally frequently

Basis for response:

20. RATING OF LANGUAGE IN THE CLASSROOM:

5 14 3 2 1
Exce ent Good Fair Poor Very Poor

Basis for response:

(continued)
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111. CONTENT AREAS

8.

21. Teachers (other adults) take advantage of on-going classroom activitiez.
to build understanding of basic mathematical concepts (asks "how many",
"which one "; one-to-one correspondence -- one child, one chair, one
cookie, etc.; calls attention to sets of objects and children,
geometrical shapes, and contrasts, such as big-little, heavy-light;
ordinals: first block, second block, etc.; games, such as dominoes).

1 2 3 5never seldom occasion- usually very
ally frequently

Basis for response:

22. Teachers (other adults) structure specific group activities to develop
mathematical concepts (uses number line to find out how many; counting
for attendance or snacks; weighing animals, etc.).

not observed observed

Basis for response:

24. Teachers (other adults) structure specific group activities to develop
science concepts (use of simple machines to do work; experiments with
plants; floating objects; magnets; etc.).

not observed observed

Basis for response:

25' Teachers (other adults) utilize classroom living procedures and attitudes tofoster sharing, acceptance of rights and responsibilities of self and others,e

5 4 3 2 1very usually occasion- seldom neverfrequently ally

Basis for response:

(continued)
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26. Teachers (other adults) structure experiences that focus upon the childrenfe
own and differing environment (pictures, discussion, trips, guests).

observed not ob served

Basis for response:

27. Teachers (other adults) encourage good health and safety practices in
classroom living.

I 2 ii 5
never se dom occas On.. us very

ally frequently

Basis for response:

28. Use of literature in a way that creates enthusiasm and enjoyment of
literature (picture storybooks, storytelling, poetry, fingerplay).

1 2 3
very poor

Basis for response :

POT average good exce lent

29. Teachers (other adults) guide children in finding satisfaction and
pleasure in music.

1 2 4
never seldom occasion usual y very

ally frequently

Basis for response:
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30. Use of art experiences to explore media independent of adult intervention
and qualitative judgment.

2
very poor poor average good oxce lent

Basis for response:

31. RATING OF INSTRUCTION IN CONTENT AREAS:

excellent good fid
2

poor very poor

Basis for response:

(continued)
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IV. CLASSROOM MANAGMENT

32. Children are given responsibility for routine activities (clean-up,
watering plants, pouring juice, serving cookies, etc.).

()all

Basis for response:

2
occas on- se om

1

never

11.

33. Character of transitions (play to clan-up, clean-up to snack time, etc.):

cheat c average very
smooth

Basis for response:

34. Teacher flexibility (in routine
use of materials, etc.):

1
very

rigid

2

somewhat
rigid

Basis for response:

35. RATING OF CLASSROOM MANAMMENT:

activities, arrangement of furniture,

average somew = t very
fb xible flexible

Basis for response:

(continued)
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35 Basis for response (continued):

36. RATING OF
OiltRALL OBSERVATION:

1 2
very poor
poor

Basis for responses

37. Most affective aspect of program observd:

4
good

38. Most ineffective aspect of program dbserved:

5

12e

(continued)
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39. Most needed changes to have a more effective program:

40. Additional comments:

13.
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CENTER FOR URBAN EDUCATION

EXPANDED PREKINDERGARTEN PROGRAM

Teacher Questionnaire

CLASS STRUCTURE

BEST copy !it,:

School

1. How, and by whom, were children selected for your prekindergarten
program? Specify procedures used to reach those in greatest need.

2. How many children in your group (s) were below average in overall
development (language, motor, emotional, social) for a four year
old?

Number
A.M.

P.M.

3. How many children in your group(s) entered without English, or
with severe retardation in language development?

Non-English Severe retardation

Number Number

A.M. 4

P.M.

4. How many children in your group(s) come from families who are
on welfare?

Nuaber
A.M.

P.M.
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page 2
of the Teacher Quest.

5. .What is the ethnic composition of your group(s)? Give ethnic
grout number

Ethnic group Numbey

A.M.

P.M.

6. How may children in your group(s) have siblings in the school?

Number

A.M.

P.M.

PARENT ATTITUDE

1. How many parents have cooperated in completion of the physical
examination?

Number

A.M.

P.M.

2. Have parents, when asked, accompanied the group on trips?
How many?
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page 3
of Teacher Quest

3. Did you have individual parent conferences? Yes No

How many parents came?
Number

A.M.

How many were asked?
Number
A.M.

P.M.
P.M.

4. When parents have been involved, have you n:,1.d any change in
their interest or expectations for their chilLA. or way in which
they work with their child? Cite specific inodences.
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Page It

of the Teacher quest.

5. Have parents taken the responsibility of getting their childrento and from school? If not, was escort service provided? Forhow many/
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page 5

of the Teacher quest.

CLASS ATTENDANCE

FROM BEGINNING OF PROGRAM

ENTRANCE DATE TO= DAYS TOTAL DAYS LEFT PRCGRAM
PRESENT ABSENT (DATE LEFT)

1.

2.

3.

4.

5.

6.

7.

8.

9.

10.

11.

12.

13.

14 .

15.

2.6.

17.

18.

19.

20.
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CLASS ATTENDANCE
PROM BEGINNING OF PROGRAM (continued)

NAME ENTRANCE DATE TOTAL DAYS
PRESENT

BEST Copy Aim to

page 6

of the Teacher quest.

TOTAL DAYS LEFT PROGRAM
ABSENT (DATE LEFT)

21.

22.

23.

24.

25.

26.

27.

28.

29.

30.



STAFF PERSONNEL

Your name:
0.4111. School:

BEST

1

PLEASE CIRCLE THE NUMBER OF THE ANSWER WHICH APPLIES TO YOUR ANSWER, OR
DESCRIBE YOUR ANSWER.

1. what is your sex? (circle one)

2. Wha t is your present age?

Male 1
Female OOOOO 2

3. What is your current marital status? (circle one)

rears

Single 1
Married. ea.., ***** 2

Divorced, Separate1 3
Widowed It

4. What is the highest college degree that you have? (circle one)

MAJOR AREANone
1

Degree based on less than 4 years college 2
Bachelor's Degree
Master's Degree

14

%. What in-service training have you had this year?

6. How long have you been teaching at the early childhood level? (including
the present school year)

years

7. Suppose you could go back to your college drys and start over again,
in view of your present knowledge, would you become a teacher?
(circle one)

Certainly would not become a teacher 1
Probably would not become a teacher 2
Chance about even for and against. 3
Probably would become a teacher

14
Certainly would become a teacher .5
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O. How was your staff? (assistant teacher, family worker (s), aides)selected?

9. What staff personnel left during the year? (See Item 8 - res staff)

10. What in-service training (in school and out of school meetings and pro-grams) has your staff had this year?

11. What planning for the instructional
program do you do as a staff?
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3

12. How would you judge the competency of your staff at this point?

a. Assistant teacher: (Make two checkmar!:s, e.g. .04.42,/fB, if you have
two assistant teachers of varying competency)

a. Outstanding
b. Superior
c. Above Pvrrage

b. Family Worker:

a. Outstanding
b. Superior
c. Above Average

c. Assistant Family Worker:

a. Outstanding
b. Superior
c. Above Average

d. Average
e. Below Average
f. Poor
g. Very Poor

8. Average
e. Below Averave
f. Poor
g. Very Poor

d. Average_
e. Below Average
f. Poor
g. Very Poor

d. Aides: (Make a checkmark for each aide)

a. Outstanding
b. Superior
c. Above /verage

wwwdowl.

d. Average
e. Below Average
f. Poor
g. Very Poor

13 Have aides been assigned to duties outside the prekindergarten classroom?
Specify what duties. Use reverse side if more space is needed
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Teacher (cont.) L

ATTENDANCE, ATTRITION, PND HEALTH RECORDS

1. Total number of children in your group at present.

ti .M. P.M.

2. What is your average daily attendance in each group?

A.M. P.N.

3. How many specific cases have you had this year where failure to attendwas due to family problems?
Describe the nature of the problem.

4. How many cases of prolonged illness of children do you have? Whathas been the nature of the illness?

5. How many children have left the group (a)? Why?

A.M. P.M.



(cont.)

8. For how many children do you have health records?

A.M. P.M.
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?. Describe any problems you have had in attaining health records.

8. How many children do you have on your waiting list?
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CENTER FOR URBAN EDUCATION
33 West 42 / New York City / 10036

EXPA.NDM laNDERCARTMI TITLE I PROGRAM

PRLNCIPAL qUESTIONMAIRE

School P.S.

1. Who makes up the total staff of your Title I Expanded Kindergarte3
Program?

5-31-66

ROLE NUNBER PER CLASS TOTAL :UMBER

Teacher
Supervisor
Other

2. What specific responsibilities have you assumed with this program?
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(Principal) 2.

3. How do other school personnel feel about the Expanded Kindergarten
Program? Why?

4. What do you feel contributed most to the success of the Expanded
Kindergarten Program? Explain.



I
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(Principal;

5. What do you feel prevented you from having the most effective kindergartenprogram you could envision in your school?

6. All things considered, are you in favor of the ',Ingram being: (check onc)

Continued? Discontinued? Modified?
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CENTER FOR URBAN EDUCATION

EXPANDED PREKINDERGARTEN PROGRAM

Supervisor Questionnaire

1. What is your major assignment in the school?

2. What haz been your role in the prekindergarten program?
Specify tasks.
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3. Have you had the help of other school personnel in carrying out supervisory tasks in theprekindergarten program? Who, and how have they helped?

What in-service training of prekindergarten staff has been carried on?

What activities or programs have involved parent participation?

How would you judge the competency of the prekindergarten staff in your school? Describespecifically.

What kind of housekeeping problems, if any, have you had? (Dcamples: custodial, maintenance



I

Supervisor (continued)
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8. What factor(s) contributed most to the success of your prekindergarten program?

9. What factor(s) deterred you from being able to develop the most effective program youcould envision?

10. What suggestions do you have for carrying out an even more effective prekindergarten
program in your school next year?


